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ABSTRACT 
 
Experienced human and workplace aggression is not a new phenomenon and 
comprise an extensive body of knowledge. Studies on aggression and aggression in 
the workplace often focus on the types, causes and implications of experiences of 
aggression. In the modern world, aggression in the workplace, including universities, 
have progressed to a point that research is required to establish models for affective 
and effective interventions and support for university lecturers who experience 
aggression in their place of work. 
 
Founded on the researcher’s findings in her Master’s dissertation, university lecturers 
hide the word aggression in ‘frustration’ and experience aggression in different forms 
on many levels namely; from above, below and peers. In addition, they experience a 
high demand for control of experienced aggression due to their position as lecturers 
at a university. University lecturers voiced the opinion that the expectation is to display 
high moral character and control at all times and in all circumstances. This expectation 
constructs a great demand for institutional support and soft skills development on an 
intrapersonal and interpersonal level to assist university lecturers to manage 
experienced aggression constructively. It is essential to support university lecturers’ 
professional and personal development, growth and wellbeing. Therefore, due to the 
university lecturers’ challenges and need for support and development the following 
research question was framed and directed the research: “What can be done to 
support university lecturers to constructively manage experienced aggression?”  
 
The purpose of the study was to develop, describe and evaluate a psycho-educational 
model as a conceptual framework of reference for university lecturers to facilitate 
constructive management of experienced aggression. A qualitative, contextual, 
exploratory, descriptive and theory generating design was applied. The four steps, of 
model development guided the research. In step one, the central concept was firstly 
identified from the researcher’s Master’s dissertation findings on lecturers’ experience 
of aggression in a faculty at a university. The central concept identified was to ‘facilitate 
constructive management’ Then the central concept was defined using dictionary and 
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subject literature definitions to identify the essential and related attributes. The central 
concept was then classified referent to Dickoff, James and Wiedenbach’s survey list.  
In step two, the concepts were placed into relationship. The formulated relationship 
was: The facilitator as psycho-educator engages the university lecturers, who 
experience aggression, in a process that makes it easier for them to participate and 
communicate. The facilitator as psycho-educator assists the university lecturers to 
increase their effectiveness to manage their experiences of aggression constructively. 
University lecturers’ increased effectiveness is helpful to them and promote the 
development of the university lecturers to deal with the experienced aggression. In 
dealing with the experienced aggression the university lecturers achieve control over 
the experienced aggression. The four criteria of trustworthiness namely, credibility, 
transferability, dependability and confirmability was applied throughout the study.  
 
In step three, the model was developed and described. The logic of form and function 
was essential to the model development. The model was developed by describing 
what it is and how it works. Model evaluation criteria was employed to evaluate the 
developed model. The developed model was evaluated by a panel of model design 
experts that found the model to be purpose applicable, simple, clear, general and 
accessible. In step four, the model was implemented and evaluated. First, the model 
was implemented and evaluated in a workshop. The open-ended question; “How was 
the model implementation in the workshop for you?”. This was followed with a 
reflective journal entry a week later and the open-ended question “Reflecting back on 
the workshop, how was the model implementation in the workshop for you?” was 
posited. Second, the model was implemented and evaluated by university lecturers in 
practice for three months at their places of work at the university. The two questions 
guiding the reflective journal entries in practice were: “How did the model 
implementation work for you in your place of work? and “How did the model 
implementation work for you in practice?” Finally, the model was evaluated in a focus 
group interview and a final reflective written entry. 
 
A purposive sampling of university lecturers in a specific faculty at a university in South 
Africa was done. The only selection criterion was that these university lecturers had to 
be junior faculty employed in the specific faculty for three years and not more than five 
years. University lecturers were invited to participate. They voluntary participated and 
 viii 
signed informed consents. Ethical measures and principals of freedom of choice, 
autonomy, non-maleficence, beneficence were strictly adhered to in the study.  
 
Data analysis and findings revealed that university lecturers found the model to be 
important and relevant to their place of work. University lecturers implemented the 
model to manage their experiences of aggression differently. The model promoted 
development and raised awareness of the implementation of the model knowledge 
and skills required to increase university lecturers’ effectiveness to manage 
experienced aggression more effectively. University lecturers acknowledged the need 
for further knowledge and skills development.  
 
It is important to recognise that the study only included junior faculty and not senior 
faculty. The study included only a specific faculty at a university and not all faculties of 
a university. The model should also be introduced to senior faculty and leadership. 
Notwithstanding the aforementioned, the study provides an original scientific 
contribution to the body of knowledge on how to support, develop and upskill university 
lecturers to manage experiences of aggression constructively. The model adds 
theoretical and practical value to psycho-education, universities and higher education 
overall. 
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CHAPTER 1 
BACKGROUND AND RATIONALE 
 
1.1 INTRODUCTION 
 
This chapter provides a background and rationale to position the research problem 
within its proper context. A discussion of the guiding research question, the 
significance of the research, and the research objectives follow. The terminology used 
in this study is described to avoid misunderstanding and misinterpretation. The 
chapter further highlights the scientific and theoretical paradigm that guided the 
research method and design. Ethical compliance and the measures taken to ensure 
the trustworthiness of this study are also conferred. The chapter concludes with an 
overview of all the chapters within this research study.  
 
This study builds on the researcher’s Master’s dissertation findings (Toerien, 2014:64-
101). In her Master’s study (Toerien, 2014), the researcher explored and described 
the phenomenon of experienced aggression by lecturers in a faculty at a university. 
The results of this Master’s study demonstrated that, although they hide the word 
‘aggression’ in the word ‘frustration’, university lecturers do experience a vast range 
of aggression on various levels in their faculty at the university. The lecturers also 
indicated that they often implement negative coping strategies to manage the 
experienced aggression. The experienced aggression further negatively affected the 
lecturers’ physical and mental health.  
 
It is important to note that in this study the term ‘university lecturer’ refers to junior 
academics at a university. This study contributes to research that focuses on and aims 
to develop, implement and evaluate a psycho-educational model for university 
lecturers to facilitate constructive management of experienced aggression.  
 
Experienced human and workplace aggression is not a new phenomenon. The course 
of history was and is often paved with aggressive human behaviour, and in its 
extremity, wars and violence among human beings. Violence and aggression, in all its 
forms, are common across human interaction and is a reality of human existence in 
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modern society. One simply has to open a newspaper, turn on the television or open 
digital and social media forums to observe the variety of experienced aggression as 
well as the impact and implications of the aggression phenomenon in today’s world. 
 
A considerable amount of literature has been published on aggression. This is evident 
in numerous articles found in the Oxford Bibliographies (2016), meetings and articles 
of The International Society for Research on Aggression (ISRA) (2016), and scholarly 
articles in Aggression and Violent Behavior (2015). Additionally, aggression in the 
workplace further constructs the body of knowledge on aggression. Aggression in the 
workplace takes on a variety of forms and is used for various reasons by individuals 
or groups (Breet, Myburgh & Poggenpoel, 2010:514-515; Kelloway, Francis, Prosser 
& Cameron, 2010:18-19). 
 
In light of the researcher’s theatrical background, Shakespeare’s (1923) speech “All 
the world’s a stage” (As You Like It, Act 2, Scene 7) comes to mind when exploring 
university lecturers’ experienced aggression and how they interact with this 
phenomenon. Thus, the whole “world’s a stage” and human beings are simply players, 
who play many roles in it during their lifetime. Humans need knowledge and skills on 
many different levels to ensure they can realise each of these roles. This need for 
knowledge and skills also apply to the workplace where humans play many parts while 
interacting with numerous players on various levels. Universities, as places of work, 
are no different and they have their own set of rules, demands, and expectations that 
people should adhere to. It is in this university environment that university lecturers 
experience aggression and have to learn how to navigate these experiences of 
aggression more positively for personal and professional benefits. 
 
1.2 BACKGROUND AND RATIONALE 
 
Human aggression is as old as mankind and according to DeWall, Anderson and 
Bushman (2011:245), aggression often results in reciprocal aggression and causes 
more problems than it solves. Aggressive behaviour is part of individuals, society and 
the workplace realities of today. Aggression is not a singular or unitary term but has 
different meanings and occurs in many different forms. Aggression is destructive and 
breaks down interaction and communication if it is not taken in hand and addressed. 
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It affects human beings of all ages, cultures, and genders and is expressed in a variety 
of behaviours (Breet, et al. 2010:511). Bandura (1973:1) argued that one of the human 
actions, namely a person’s aggressive ability, has intensified over many decades and 
has aroused reflective concern as population growth became evident.  
 
However, aggressive behaviour in social interactions in specific social environments 
does not just occur, but rather result from an individual’s evaluation of the context of 
that specific social interaction and the specific social environment (Wettstein, 2012: 
141-157). It is further important to realise that norms and rules related to a specific 
environment enable individuals to act and react in a socially acceptable fashion 
(Wettstein, 2012:141-157). An extensive body of research exists on aggression on 
many levels and in various social environments. 
 
Widespread research on workplace aggression and workplace bullying has been 
conducted over the past two decades. In 2000 the internet survey completed by Work 
Trauma Organisation reported that 77.8% of South Africans experienced some type 
of abuse during their careers (Work Trauma, 2010). Pressures, unrealistic 
expectations and people’s actions in a specific social environment could trigger 
aggression and bullying, as seen in research (Schat & Kelloway, 2003:110; Merecz, 
Drabek & Mościcka-Tseke, 2009:243-260; Cunniff & Mostert, 2012:1-15; Hershcovis, 
2011:449; Barling, Dupré & Kelloway, 2008:671; Lutgen-Sandvik, Tracy & Alberts, 
2007:837).  
 
The body of research likewise includes research on aggression in schools, such as; 
“Bullying among middle-school students in low and middle income countries” (Fleming 
& Jacobsen, 2010:73-84) and “Learners’ experiences of teachers’ aggression in a 
secondary school in Gauteng, South Africa” (Naicker, Myburgh & Poggenpoel, 2014:1-
7). Also, “Learners’ experience of educators’ aggression in a secondary school in 
Gauteng”; and “Meta-synthesis on learners’ experience of aggression in secondary 
schools in South Africa” (Myburgh & Poggenpoel, 2009:445-460), and PhD theses by 
researchers such as Botha (2006), Prins (2015), and Wallis (2012). 
 
There is equally significant research available on aggression in the nursing industry. 
This is evident in research studies by Delport (2013) and Jacobs (2013), that explored 
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and described the lived experiences of psychiatric nurses of aggression among 
colleagues in the work environment; and Hills, Lama and Hills (2018:575-582) on 
“Workplace aggression experiences and responses of Victorian nurses, midwives and 
care personnel”. Also “Aggression and violence against health care workers in 
Germany - a cross sectional retrospective survey” (Franz, Zeh, Schablon, Kuhnert & 
Nienhaus, 2010:51). 
 
Unfortunately, universities did not escape this social tendency and phenomenon. 
Toerien (2014:65-83) discovered that aggression – hidden in frustration – is 
experienced by university lecturers on different levels and in many forms within their 
work environment. University lecturers were also of the opinion that there is a high 
demand on them to control the experienced aggression since they are representatives 
of a university environment and culture; a noble profession looked up to by others 
(Toerien, 2014:93-85). Toerien (2014:86-90) further argued that the lived experiences 
of aggression by university lecturers, on a personal, interpersonal and systemic level, 
are of concern since it may become a possible obstacle in lecturers’ professional and 
personal development. Furthermore, it may also influence interpersonal relationships, 
work performance and the lecturers’ wellbeing and mental health.  
 
According to Toerien (2014:1-5; 96-99), various contributing factors and challenges 
lead to lecturers’ experiences of aggression in a faculty at a university. These include:  
 
• Significant and substantial changes developed in the country after the first 
democratic election of the Republic of South Africa in 1994. Some of these 
changes and social-corrective implications included the new democratic 
Constitution of the Republic of South Africa (South Africa (SA), 1996a), the Bill of 
Rights, and the Education and Training White Paper published in Cape Town on 
15 March 1995 (Department of Education (DoE) (SA),1995).  
 
• The first steps on the road to restructuring education, contributing to a more 
inclusive and diverse education system, came about through the Education and 
Training White Paper (DoE,1995). South African schools also implemented the 
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new Outcomes Based Education System that proved to be unsuccessful and was 
rejected in mid-2010. 
 
• The impact of the life-skills and academic competency gap between high school 
and universities also proves to be challenging and impactful for universities and 
university staff.  
 
• Higher education was affected by the newly elected democratic South African 
government’s visionary change of reconstructing education (Ministry of Education, 
2001) by merging certain universities and Technikons, evolving into universities of 
technology and comprehensive universities, with a wide mix of academic 
programmes that vary from diplomas to degrees. 
 
• These institutional changes affect the academic and operational responsibilities of 
staff. In turn, it brings about new challenges that contribute to the experience of 
aggression, frustration and lack of self-worth.  
 
• Lecturers are confronted with a wide range of generations in one classroom. 
According to Skopek and Schuhmann (2008:1), more adults seek educational 
opportunities and this essential shift in student demographics transformed the face 
of higher education. University classrooms now include students older than the 
previous traditional 18 to 21-year-old. 
 
• Classes are uncontrollably large, and these large classes influence lecturers’ 
abilities to manage their students and facilitate the teaching and learning 
experience. 
 
• The traditional role of lecturers in higher education as mere educators shifted 
considerably due to the gap from high schools to university. Lecturers now take on 
the obligations of mentors and providers of softer skills to a new, previously-
disadvantaged generation. Moreover, teaching and learning in the new 
dispensation of South Africa embrace an all accommodating and inclusive 
approach (DoE, 2001).  
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• The millennial generation is technologically vastly innovative and knowledgeable, 
much more outspoken and demand purpose and validation (Codrington & Grant-
Marshal, 2004:63). This may contribute to lecturers’ feelings of incompetence, lack 
of authority and insecurity that may be experienced as aggression.  
 
• University lecturers are subjected to constant challenges and change and find it 
arduous to manage all of the multifaceted demands that sometimes cause them to 
feel overwhelmed, powerless, hopeless and frustrated. 
 
Of central concern in this study is that aggression in the workplace has different effects 
on different individuals, with consequences for the organisation as a whole (Chang & 
Lyons, 2012:79-92; Rogojan, 2009:50-54). Rogajan (2009:50) and (Murrel, 2018:n.p.) 
also argue that individuals who are targeted in the workplace often develop physical 
and emotional health problems and may feel despondent. As a result, conflict that is 
badly managed may have an immediate, as well as a long-lasting, effects on a person. 
NHF Health Scotland (2017:6-9) asserts that it is therefore important for organisations 
to have processes, policies and support systems in place for employees who may 
experience aggression. Employees who receive support from their organisation often 
feel more in control and express positive feelings (Everton, Jolton & Mastrangelo, 
2009:53). As a result, employees who feel more in control of the experienced 
aggression will experience better job satisfaction, professional effectiveness and 
mental health (Loh, Restubog & Zagenczyk, 2010:236). 
 
In view of the preceding context, the researcher reviewed literature to find existing 
facilitation models available for university lecturers to manage experienced 
aggression. A considerable amount of literature has been published on models that 
address aggression in schools, nursing, among students, and in the workplace. 
Examples of these research and models include: “The facilitation of aggression 
management in secondary schools in Mpumalanga” (Botha, 2006); “Facilitation of 
healthy self-management of female educators’ experience of their aggression within a 
secondary school context” (Evangelides, 2007); “Facilitating the mental health of 
women exposed to continuous intimate partner abuse in the Eastern Cape” (Mbadi, 
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2009); “Strategies to facilitate the promotion of the health student nurses at a higher 
education institution (HEI) in Johannesburg who has experienced aggression” 
(Jacobs, 2013);  and “A model for the facilitation of effective management of 
aggression experienced by Psychiatric Nurses from patients in a psychiatric 
institution” (Bimenyimana, 2015). 
 
However, relatively little literature has been published on university lecturers’ 
experiences of aggression. Furthermore, the researcher could not find facilitation 
models and programmes for university lecturers to manage their experiences of 
aggression suitably and effectively. These findings contributed to the research 
problem statement, research question and objectives. 
 
1.3 RESEARCH PROBLEM STATEMENT 
 
As in the larger community of the global and South African workforce, the occurrence 
of aggression and violence also reflects in the academic culture of a university. 
Physical aggression is also sometimes present in the university environment, as 
evident in the September and October 2016, 2017 and 2018 #FeesMustFall protests. 
During these events, protesters blocked university entrances and the police had to use 
rubber bullets and stun grenades to disband the protesters (Eye Witness News, 2016). 
However, it appears that aggression among academics at a university mostly presents 
in subtler forms. Comparatively to all research and books on aggression, considerably 
few studies have examined aggression in higher education. Specifically, lecturers’ 
experiences of aggression at a university, the contributing factors of the experienced 
aggression, and the implications of aggression experienced by university lecturers. 
This gap was identified and addressed in the researcher’ Master’s dissertation titled 
“Lecturers’ experience of aggression in a faculty at a university” (Toerien, 2014). 
 
The researcher is a staff member of a faculty at a university. As a member of the 
faculty leadership team committee she became aware of concerns about the 
experience of subtle aggression, the need for clear guidelines, a code of conduct on 
various levels, as well as the need for mentorship and life-skills development. Some 
staff openly shared their experiences with the researcher. The researcher’s interest in 
this phenomenon motivated her to investigate the extent of the experienced 
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aggression in a university. She also wanted to explore how lecturers are affected by 
this experienced aggression and what can be done to assist university lecturers to 
constructively manage the experience of aggression; therefore, indirectly also their 
mental health. 
 
Any organisation is reliant on capital and human capital to be successful. Grimsley 
(2014) explains that until artificial intelligence is developed, the world needs human 
capital to achieve anything and it takes human capital to design and create resources 
and other forms of capital. It is therefore important that universities value and support 
their human capital to ensure lower staff turnaround and knowledgeable and skilled 
staff to secure universities’ growth and sustainability. This view is supported by 
Grimsley (2014), who argues that human capital is of the utmost importance since the 
world is moving deeper into a knowledge-based economy that is governed by 
information, knowledge and high-level skills. 
 
The researcher became aware of the demanding and diverse challenges university 
lecturers encounter on a daily basis, their need for guidance, knowledge and skills 
development, as well as clear operational guidelines. The challenges and need for 
guidance, knowledge and skills development, as well as clear operational guidelines, 
impact university lecturers on three levels, namely (1) the personal level, (2) the 
interpersonal level, and (3) the systemic level. The researcher viewed university 
lecturers’ need for professional and personal development and growth, and the 
university as a workplace, in line with a theatre production. University lecturers, just 
like actors on a stage, are in different relationships and interactions with various other 
people at the university and thus have to play specific parts at a given time. Due to the 
variability within the university environment, constant and unexpected changes can be 
challenging. University lecturers also have their own aspirations and goals, but often 
do not have the appropriate skills and do not receive the necessary guidelines and 
support to fulfil their tasks and potential. Sadly, and sometimes with disillusionment, 
the same noble career they wanted to be part of disappoints them and makes them 
feel isolated and hopeless; at times, ending in withdrawal and resignation.  
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As stated, there is a lack of existing research on psycho-educational models or 
facilitation programmes for university lecturers to constructively manage experienced 
aggression. The researcher believes that this study will bridge this gap identified in the 
existing body of knowledge by developing a “Psycho-educational model for university 
lecturers to facilitate constructive management of experienced aggression”. The 
researcher further argues that the constructive management of experienced 
aggression by university lecturers is facilitative of a personal and professional growth 
process, that may contribute to the development of intrapersonal and interpersonal 
skills and potential. In this study, the proposed psycho-educational model for university 
lecturers to facilitate constructive management of experienced aggression had to be 
theoretically well-grounded with the main purpose of creating a conceptual framework. 
 
Taking the research problem into account, the following research question was 
framed: 
 
What can be done to support university lecturers to constructively 
manage experienced aggression? 
 
1.4 RESEARCH PURPOSE STATEMENT 
 
The purpose of the study was to develop, describe and evaluate a psycho-educational 
model as a conceptual framework of reference for university lecturers to facilitate the 
constructive management of experienced aggression. Specifically identified objectives 
realised the purpose of this study.  
 
1.5 RESEARCH OBJECTIVES 
 
Set against the preceding background of the problem statement and the study’s 
purpose statement, the following framed objectives guided this research study: 
 
• identify the central concept for this study from Toerien’s (2014) Master’s dissertation 
findings; 
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• define and classify the central concept from Toerien (2014); 
 
• describe the relationships between the concepts; 
 
• develop, describe and evaluate a psycho-educational model for university lecturers 
to manage experiences of aggression constructively at a university in South Africa; 
and 
 
• implement and evaluate the psycho-educational model for university lecturers to 
facilitate the constructive management of experienced aggression. 
 
1.6 PARADIGMATIC PERSPECTIVE 
 
According to Creswell and Poth (2018:15), a paradigmatic perspective is the 
researcher’s basic philosophical position about the world and the essential qualities of 
research. The research term ‘paradigm’ originates from the Greek word paradeigma, 
which means pattern. It was first introduced by Thomas Kuhn in 1962 as a conceptual 
framework and a convenient model for researchers to examine problems and find 
solutions (Thomas, 2010:292). Similarly, Babbie (2016:32) posits a paradigm to be a 
reference framework that governs a researcher’s observation and understanding. The 
word ‘paradigm’ literally means the manner in which a person looks at something 
(Vocabulary.com dictionary, 2016:n.p.). Taylor, Kermode and Roberts (2014:5) write 
that a paradigm refers to a general viewpoint about something. While Bertram and 
Christiansen (2014:22) agree with this view, they add that a paradigm also defines 
what is suitable to be researched and exactly how the research should be done. 
 
Thorough comprehension of the foregoing discussions requires the important 
acknowledgement that humans are individuals who have their own and different life 
experiences. In addition, humans as individuals have different understandings of, and 
attach different meanings to, these experiences. Consequently, all of these individual 
lived experiences and meanings influence the personal viewpoints of humans and how 
they define reality (Kivunja & Kivunja, 2017:26). Because of these preconceived ideas, 
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a researcher has to provide a clear worldview and clarify the thought processes, 
techniques and specific reasoning followed throughout the whole study.  
 
To put it differently, the researcher’s view of the world forms an interpretive framework 
for the research problem and for conducting the research (Myburgh & Strauss, 
2015:11). The researcher’s paradigm and assumptions influence the scientific enquiry 
and outline how the phenomenon under investigation is approached in terms of theory 
and methodology (Myburgh & Strauss, 2015:16). Therefore, the researcher clarifies 
the structure of the inquiry and methodological choices prior to any discussion around 
the specific methodologies utilised in this study. 
 
The researcher adopted the Theory for Health Promotion in Nursing (THPN) (2017:4-
14). It has a holistic approach towards human beings that involves their internal and 
external environments as well as their intrapersonal and interpersonal relationships in 
a cohesive and integrated manner. The research is based on the assumption that 
university lecturers are individual human beings who are valuable and who can 
constructively manage experienced aggression through facilitated psycho-educational 
assistance. This interactive facilitation process supports personal growth and 
development towards university lecturers’ actualisation of performance and potential. 
The researcher’s view on psycho-education aligns with the THPN (2017:4-14), with 
the main function to support individuals and groups to develop and grow to attain their 
full potential.  
 
It is important for the researcher to clarify concepts related to the research (Walker & 
Avant, 2011:12-15). An exploration of the researcher’s assumptions adopted for this 
study is presented on the following three levels as suggested by Jacobs (2013:10): 
The first level is the meta-theoretical level that refers to the researcher’s views of the 
world and human beings. The second level is the theoretical level that refers to the 
theories the researcher works with. Finally, the third level, the methodological level, 
refers to the research methodology and guidelines that guided the research (Myburgh 
& Strauss, 2015:16). 
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1.6.1 Meta-theoretical assumptions 
 
A meta-theory determines the scientific starting point of a specific study discipline. A 
meta-theory focusses on the exploration, evaluation, or description of a specific 
theory (Merriam-Webster.com, n.d.). Meta-theoretical assumptions are the 
researcher’s views and beliefs of human beings and their world, as well as how they 
operate in their environment as a whole. The researcher’s views and beliefs are her 
philosophical notion of the nature of reality and are core to her being (Myburgh & 
Strauss, 2015:16). The researcher’s meta-theoretical assumption is that people often 
have to rely on other people for knowledge and skills to actualise their performance in 
the workplace and their full personal and professional potential. This is underscored 
by Prins’ (2015:15) statement that people have a great influence on the growth and 
development of others. In addition, meta-theoretical assumptions refer to the 
researcher’s personal assumptions framed by her field of study, namely psycho-
education. Despite the fact that these assumptions contributed to the framework that 
guided the research, they are not testable. The following definitions are used in this 
study. 
 
1.6.1.1 Lecturer (Person) 
 
The Merriam-Webster.com thesaurus (n.d.) defines that a person is a human, a human 
being, or an individual. Taking the first definition further, the online Free dictionary.com 
(n.d.) describes that a person is a living human being and an individual with specific 
characteristics. In this study, the person is the lecturer, and according to the Collins 
English Dictionary (1983:838), a lecturer is a person who lectures and is also a teacher 
in higher education, having a qualified status to do so. 
 
The researcher views lecturers as well-educated and knowledgeable human beings 
and individuals, men and women of different age groups and races who are qualified 
to teach at a university. These persons further have the responsibility to shape the 
minds and skills of students to become part of the future workforce and the global 
world. The researcher additionally acknowledges that these individuals are from a 
wide social and cultural background, with their own beliefs, needs, emotions and 
experiences. Lecturers form part of a university community, an overall higher 
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education community, and also a specific faculty and department with the primary aim 
to teach students in preparation for the world of work. The researcher believes that 
education is the university lecturers’ purpose and gives meaning to their being. It is 
the university’s responsibility to support lecturers to reach their full potential without 
unnecessary challenges. 
 
1.6.1.2 University (Environment) 
 
Lecturers’ interactions with their internal and external environments take place in 
various communities of practice and on various levels of communication and 
interaction. According to the THPN (2017:4-14), the external environment includes the 
social, physical and spiritual environment. Lecturers function, interact, communicate 
and socialise within family structures, friendship circles, community structures, social 
structures and the work community. 
 
Dictionary.com (n.d.) defines a university as an institution where learning takes place 
at the highest level. The Collins English Dictionary’s (1983:1584) definition for a 
university is an institution for higher education that awards degrees and generally has 
research facilities. In addition, the Collins English Dictionary (1983:1584) describes a 
university as the buildings, employees and the campus. 
 
This research study focussed on the university as the lecturers’ place of work, work 
community and formal work environment. The researcher views universities as places 
of higher learning, where intellectuals interact, share knowledge and skills, as well as 
teach and learn. Within the university, lecturers function in a specific faculty and 
particular department. In these social environments, lecturers have a variety of roles 
that require specialised skills and knowledge. Lecturers interact on different levels and 
have to adhere to the university, faculty and department’s expectations, rules and 
regulations. 
 
1.6.1.3 Mental Health 
 
Mental health, according to World Health Organization (WHO) (2018:n.p.), refers to a 
person’s individual wellbeing, sense of self-worth, independence, competence, inter-
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relational dependence, and self-authentication of the person’s intellectual and 
emotional potential. The World Health Organisation (WHO) (2018:n.p.) further states 
that the understanding of a person’s skills, coping with day-to-day stresses of life, 
productive work and involvement in their community, contain the wellbeing of an 
individual. A significant factor is that mental health is not the absence of difficulties, 
but knowing what to expect of other people and oneself, and knowing what to do when 
difficulties arise. Knowing what to do when difficulties arise leads to positive coping 
skills and full potential on many levels (Mental Health Foundation, 2015:n.p.). 
 
The word ‘wholeness’ originated from Middle English and Old English before the 900s 
and indicates all characteristics of human nature, a person’s physical, intellectual, and 
spiritual development (Dictionary.com, n.d.). These characteristics of human nature 
are interconnected and form the sum total of an individual’s mental health and 
wholeness (See Figure 1.1). The religious perspective of wholeness refers to a state 
of being perfectly thriving in body, soul (thoughts, self-control and emotions) and spirit 
(Faith and Health Connection, 2016:n.p.).  
 
The researcher adopted and incorporated the concept of mental health as part of 
human wholeness and wellness in this study. The researcher thus assumes that 
mental health and human wholeness, on a physical, mental and spiritual level, are of 
the utmost importance in the university lecturers’ facilitation to constructively manage 
experienced aggression. 
 
 
 
 
 
 
 
 
 
 
 
Figure 1.1: Dimensions of mental health and wholeness 
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1.6.1.4 Psycho-education perspective 
 
The researcher has a psycho-educational worldview that encompasses psychology, 
education, philosophy and social sciences. Belmont (2017:n.p.) posits psycho-
education to be a therapeutic process in which individuals learn positive practical, 
emotional and social skills to improve their lives. Belmont (2017:n.p.) further mentions 
the importance of education in changing unhealthy or negative emotional and social 
patterns. A broad understanding of psycho-education, according to the Australian 
Institute of Professional Councillors (AICP) (2014:1-4), is an intervention to support 
the individual or group who experience emotional matters to better understand and 
manage the problem and grow. 
 
From a psycho-educational perspective, this study posits that lecturers are unique and 
valuable human beings with great skills and potential who have the right to a positive 
and healthy work environment. This suggests that lecturers’ experiences of 
aggression at a university are unconstitutional and unhealthy, and may contribute to 
or be an obstacle to lecturers’ health, mental health, the experiences of their own self-
image and management of the experienced aggression. The data collected during the 
researcher’s Master’s study (Toerien, 2014), from lecturers who experienced 
aggression in a faculty at a university, were utilised in this study to identify problems 
in view of the development of a facilitation model for university lecturers to facilitate 
constructive management of experienced aggression. 
 
1.6.2 Theoretical assumptions 
 
Researchers have to observe scientific theories and rigour as well as the research 
context. According to Gibson (2016:n.p.), theoretical assumptions guide the 
researcher in the choice of methods to implement to generate data. Research data 
form an integral part of the theoretical assumptions. Myburgh and Strauss (2015:16) 
further mention that theoretical assumptions form the basis of a researcher’s 
conceptual framework. The assumptions refer to the theories the researcher follow 
and explain the researcher’s thoughts. 
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The point of departure in this study is “Lecturers’ experience of aggression in a faculty 
at a university” (Toerien, 2014). The focus of this study is the psycho-educational 
model as a conceptual framework of reference for university lecturers to facilitate 
constructive management of experienced aggression. The researcher applied 
Garbers’ (1972:9) educational, developmental model to illustrate her theoretical 
assumptions related to university lecturers’ development to manage experienced 
aggression constructively. The cornerstones of Garbers’ (1972:9) educational model 
are the development and association with self; the development and association with 
others; and the time and space connection of human existence. The concepts of time 
and space must be considered together. The researcher’s stance on concepts in this 
study is also clarified by defining the following theoretical assumptions through 
researched definitions and descriptions. 
 
1.6.2.1 Psycho-education 
 
Described broadly, psycho-education denotes education offered to individuals who are 
living with emotive conflicts and difficulties (Reyes, 2010:1). Reyes (2010:1) further 
argues that a psycho-educational approach proposes that, with self-knowledge of own 
strengths, environmental resources, and coping skills, individuals and groups are 
better equipped to deal with their difficulties and contribute to their own mental 
wellbeing and self-empowerment. Psycho-education is thus not a treatment in a 
clinical setting but interventions involving a variety of activities that can educate and 
empower individuals to empower themselves (Lukens, 2015:2-15). 
 
In this study, psycho-education is the educational and therapeutic facilitation process 
that supports university lecturers who experience aggression. The educational and 
therapeutic facilitation process guides university lecturers on how to manage the 
aggression they experience to achieve more positive practical, emotional and social 
coping skills and change their harmful and negative emotional and social coping skills 
(Belmont, 2017:n.p.). 
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1.6.2.2 Model 
 
In its most simplistic connotation, a model is a mental picture or description of the 
object of study (phenomenon). According to the Science Education Resource Centre 
(SERC) (2015:n.p.), the form and style of models may differ and merely portray a 
human construct of the real world to assist people to better understand a specific 
phenomenon in the world. Moreover, the SERC states that models generally have 
three main measures: the input of information, the processing of information, and the 
expected results output (2015:n.p.). Chinn and Kramer (2015:251) argue that a model 
is a symbolic illustration or an arrangement of knowledge of theoretical patterns in 
words, pictures, and graphs. The most simplistic connotation of a model implies it to 
be a conceptual image or depiction that is implemented to help understand a 
phenomenon.  
 
In this study, the proposed psycho-educational model for university lecturers is the 
conceptual framework to help understand the experienced aggression phenomena 
and to assist university lecturers to constructively manage the experience of 
aggression, and therefore also their wellbeing and wholeness. 
 
1.6.2.3 Facilitation 
 
Dictionary.com (n.d.) defines ‘to facilitate’ as the action to make something easier or 
less difficult, and to assist the progress of something or a person. Additionally, 
according to the Merriam-Webster.com (n.d.), to facilitate is an action or a process to 
make something easy or easier. Facilitation or to facilitate also refers to the action or 
process of facilitating (Collins English dictionary, n.d.). Facilitation in a group is an 
effective educational technique which helps people to develop in any specific required 
area (Corey, Corey & Corey, 2010:12-13). During facilitation, the individual or group 
set their own goals, learn skills and find effective ways in handling a problem in a 
facilitative environment. In this research study, facilitation refers to the researcher’s 
role in constructing a facilitative space for participants to freely express their real-world 
experiences of aggression at a university; how they perceive, describe, feel, evaluate 
and make sense of the experience of aggression (Patton, Parker & Pratt, 2013:442-
443). This facilitative space created the opportunity for them to explore and question 
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the phenomenon of experienced aggression, and to find solutions to address this 
problem themselves. 
 
1.6.2.4 University 
 
A university is an institution of advanced learning (Collins English dictionary, n.d.). A 
university environment has academic stature where critical and inquisitive minds 
interact together on multiple and diverse levels of communication, interaction and 
information sharing. In this study, a university is the community of practice and the 
environment the lecturers function in and where the university lecturers experience 
aggression.  
 
1.6.2.5 Constructive 
 
The adjective ‘constructive’ indicates support, development or improvement of 
something or someone instead of causing upset and negativity (Merriam-
Webster.com, n.d.). According to the Freedictionary.com (n.d.), ‘constructive’ means 
to help, improve or build up.  
 
The researcher in this study aimed to help university lecturers to view the negative 
experiences of aggression differently and to take control and change the negative 
experiences of aggression into a positive learning curve. She also aimed for them to 
adopt positive coping skills to enhance their development and wellbeing. 
 
1.6.2.6 Management 
 
In this study, the concept ‘management’ is used as a verb, and according to the Collins 
English Dictionary (1983:894) ‘to manage’ is to result in or do well in achieving 
something, notwithstanding difficulties or adversity. Additionally, the concept may refer 
to being in control and responsible (Collins English dictionary, n.d.). Thus, the psycho-
educational model will support the university lecturers to take control of their 
experiences of aggression to achieve better coping skills and wellbeing. 
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1.6.2.7 Experience 
 
Experience is when something happens to a person, when something affects a person 
or when a person is aware of specific physical and/or emotional feelings (Collins 
English dictionary, n.d.). Indeed, if a person experienced something, the phenomenon 
was seen, done or felt (Freedictionary.com, n.d.). Experience in this study is the 
physical, intellectual, emotional, spiritual and mental feelings university lecturers have 
due to the aggressive behaviour they experience in their workplace. 
 
1.6.2.8 Aggression  
 
A wide range of different concept definitions for aggression, studied from many 
viewpoints, is present in the body of knowledge. Most scholars agree that aggression 
is the deliberate behaviour of an individual to cause harm to another individual or a 
group of people (Benjamin, 2016:33-36). Correspondingly, aggression is any form of 
undesirable, negative behaviour that purposely harms or hurts another person. The 
behaviour is conducted with a specific intention and impacts the receiver’s happiness 
or engagements (Hershcovis, Reich & Niven, 2015:9-11; Matthiesen & Einarsen, 
2010:202-248). 
 
It is important to note that aggression takes on a broad range of forms. Aggression 
may be physical, direct, indirect, verbal, passive, instrumental and often also very 
subtle. 
 
Although physical aggression is sometimes present in the workplace, it is exceptional 
and mostly indirect. Warburton and Anderson (2015:375-376) highlight that human 
aggression is a social behaviour and not a frame of mind or feelings. In this study, 
general aggression concealed in frustration is behaviour with a purpose to accomplish 
a specific result or goal. Also, aggression in this study is viewed as socially 
unacceptable and undesirable behaviour that negatively impacts people, causing 
potential emotional or professional harm to the person.  
 
The researcher believes that a university, as a workplace, should support lecturers to 
actualise their full potential to ensure that students benefit from their personal and 
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professional skills and knowledge to prepare the new generation of leaders and 
managers for the workforce. 
 
1.6.3 Methodological assumptions 
 
Methodology refers to principles that oversee the research action and guide the 
scientific inquiry; thus, it organises and increases the researcher’s knowledge about a 
phenomenon (Creswell, 2014:250). More specifically, the methodological 
assumptions establish the researcher’s choice of the research approach, research 
design and research methods. The implementation of these methods is to accomplish 
the desired and appropriate outcomes (Gitchel & Mpofu, 2015:60). Myburgh and 
Strauss (2015:16) argue that scientific logic and justification must be practised and 
applied in the research process. In this study, the researcher’s methodological 
assumptions refer to how the research was conducted and its logical sequence. Since 
the researcher identified a gap in the body of research on university lecturers’ 
experienced aggression in universities, a qualitative, contextual, exploratory, 
descriptive and theory-generating research design was reasoned most appropriate for 
this study. 
 
To elaborate, theory-generating research aims to develop clearly defined concepts to 
best describe and explain a phenomenon (Lunenburg, 2011:2). Prins (2015:23) 
asserts that since a phenomenon of interest occurs in real-world settings, a researcher 
cannot manipulate the phenomenon. Chinn and Kramer (2015:255) argue that theory 
is a creative and exact construction of ideas outlining a focussed and methodical 
assessment of a phenomenon. Theory only has meaning within a specific context 
(Grove, Gray & Burns, 2015:109). In this study, the researcher used inductive logic 
and studied the topic in the context of the participants’ lived experiences. Thus, the 
researcher worked with lecturers’ experiences in a specific faculty in a university in 
South Africa to develop a model to facilitate the constructive management of 
aggression before generalising it to other universities.  
 
Equally important is trustworthiness in research. Since this study was anchored in the 
findings of the researcher’s Master’s dissertation (Toerien, 2014:64-101) – a 
qualitative, phenomenological research study – the researcher had to set aside any 
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personal experiences (also called bracketing) to prevent any misinterpretation of 
university lecturers’ experiences of aggression. The participants’ real-world and lived 
experiences gave meaning to the research, findings and theory development. Babbie 
and Mouton (2011:277) state that trustworthiness relates to scientific measures used 
that will convince the researcher and research audience of the credibility of the study. 
Thick description of the research process is provided to allow the research audience 
to transfer the findings to their specific university context. In this study, the aim was to 
develop a psycho-educational model as a conceptual framework of reference for 
university lecturers to facilitate constructive management of experienced aggression. 
The research design and method will be discussed next. 
 
1.7 RESEARCH DESIGN AND METHOD 
 
1.7.1 Research design 
 
Bertram and Christiansen (2014:207) refer to a research design as a strategy for 
investigation, data collection and data analysis to answer the research question. 
Similarly, Creswell (2014:12) states that a research design is a type of investigation 
within a specific method that provides specific procedural direction in a research 
design. The research problem determines the data collection methods and analysis 
(Babbie & Mouton, 2011:72; Creswell, 2014:4; Grove, et al. 2015:63).  
 
The researcher applied a qualitative, contextual, exploratory and descriptive design 
for theory generation in this study to develop a psycho-educational model for university 
lecturers to facilitate the constructive management of experienced aggression. The 
philosophy of science for the research design is a postmodern, constructivist-
interpretive perspective. Nieuwenhuis (2014:63) argues that the postmodern 
perspective offers alternative opinions on knowledge, truth and the individual, and that 
truth and reality is socially constructed. Postmodern constructivism acknowledges 
multiple truths, employs purposive sampling and is contextual in nature. Constructed 
knowledge in postmodern perspective refers more to likelihood than to foregone 
conclusion (Nieuwenhuis, 2014:64). Thus, it gives the researcher the opportunity to 
explore and describe the phenomenon under study in a new and creative way, 
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producing subjective, meaningful and rich data within a specific context without 
compromising rigour required for a scientific inquiry. 
 
Constructivism or social constructivism, as identified by Creswell (2014:8), displays 
the following characteristics, among others: 
 
• The researcher focusses the specific context of the phenomenon. 
 
• Individuals search for meaning of the world they live and work in. 
 
• Subjective meanings can be varied and multiple. 
 
• The research relies on the participants’ views of the phenomenon under study. 
 
• Questions are open-ended to allow participants to construct their own meaning. 
 
• Developed meaning can be varied and multiple. 
 
• The researcher looks at the complexity of the developed meanings. 
 
• The researcher inductively generates a pattern of meaning. 
 
• Meaning-making is contextual. 
 
Creswell (2014:9) also states that individuals engage and make sense of the world 
they live and work in based on their background influences, and meaning is also 
socially created. He further argues that researchers interpret data influenced by their 
own backgrounds and experiences. The researcher in this study bracketed her own 
experiences throughout the study and stated her background clearly in the 
background and rationale of the study. 
 
Theory-generating research describes and explains relationships and the meanings 
of relationship, without prejudice (Chinn & Kramer, 2015:220). In a theory-generative 
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design, a researcher observes without bias and impartiality to see processes and 
relations in a new light (Chinn & Kramer, 2015:220). Walker and Avant (2011:3-4) 
describe theory development simplistically as a method to classify and discover 
specifics of a system, that includes particular contexts, occurrences and populations 
and helps people to understand a system better.  
 
An exploratory, descriptive and contextual design aims to understand a phenomenon 
(De Vos, Strydom, Fouche & Delport, 2011:96). An exploratory approach is applied to 
develop new knowledge and hypotheses on existing phenomena (Babbie & Mouton, 
2011:92; Babbie, 2016:90-91). By applying an exploratory design approach in this 
study, the researcher aimed to understand and gain insight into university lecturers’ 
experienced aggression and how they can constructively manage the experienced 
aggression. De Vos, et al. (2011:96) further state that a descriptive and contextual 
study presents a clear picture and understanding of a specific phenomenon as it 
occurs in a natural environment. To understand the concepts of experienced 
aggression and constructive management of aggression, the researcher explored the 
impact of the experienced aggression on participants, and studied the phenomenon 
and the impact of the experience in the university lecturers’ social environment and 
interactions (Babbie & Mouton, 2011:277).  
 
To achieve the objectives of this study, the research was conducted in two phases. In 
Phase One, the researcher described the model for university lecturers to 
constructively manage experienced aggression. In Phase Two, the model was 
implemented and evaluated. The researcher used a single case study approach, in a 
specific faculty at a specific university in South Africa. The university lecturers were 
purposively selected using the sampling criteria of this study. The application of the 
research methods met the main purpose of this study. The sampling criteria and the 
single case study are discussed in detail in Chapter 2.  
 
1.7.2 Research method 
 
The study was conducted in four steps to develop a psycho-educational model for 
university lecturers to facilitate constructive management of experienced aggression 
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(Chinn & Kramer, 2015:154-227) (See Table 1.1). The four steps of model 
development that guided this study are discussed in depth in Chapter 2. 
 
Table 1.1: Four steps of model development research 
Step One 
Concept analysis 
 
• Identification of the central concept from the results of Toerien’s dissertation 
(2014:64-101) 
 
• Definition and clarification of the central concept 
 
• Classification of the central concept (Dickoff, James & Wiedenbach, 1968) 
 
Step Two 
Relationship statements 
 
• Explore the nature of relationships between concepts 
 
• Identify associations between concepts, if applicable 
 
• Describe the context  
 
Step Three 
Description and evaluation of the model 
 
• Description of the model as explained by Chinn and Kramer (Chinn & Kramer, 
2015:119-207) 
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• Evaluate clarity, simplicity, generality, and importance of the model  
 
 
Step Four 
Implementation and evaluation of model 
 
• The model was implemented in a workshop for university lecturers 
 
• A single case study was established in the evaluation of the model following 
an interpretive phenomenological approach 
 
• Evaluate the model’s implementation in a workshop and in practice 
 
 
1.8 MEASURES TO ENSURE TRUSTWORTHINESS 
 
The main aim of trustworthiness in qualitative research is to assess the significance of 
the study (Lincoln & Guba, 1985). In 1981 Guba identified four criteria for 
trustworthiness, namely truth value, applicability, consistency, and neutrality. In 1985 
Lincoln and Guba further described four strategies in the criteria to increase the 
trustworthiness of a qualitative research study. These four strategies are credibility, 
transferability, dependability, and confirmability (De Vos, Schurink & Strydom 
2011:419-421). Table 1.2 presents an overview of the criteria and strategies that 
ensure trustworthiness in qualitative research, as it was applied in this study. 
 
Table 1.2: Measures to ensure trustworthiness 
CRITERIA 
Guba (1981) 
STRATEGIES 
Lincoln and Guba (1985) 
Truth value 
 
Credibility 
• Confirmation of the accuracy of the findings 
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CRITERIA 
Guba (1981) 
STRATEGIES 
Lincoln and Guba (1985) 
Applicability 
 
Transferability 
• Findings are applicable in other contexts 
 
Consistency 
 
Dependability 
• Consistency of findings 
 
Neutrality 
 
Confirmability 
• Findings are shaped by the participants and not the 
researcher’s partiality 
 
(Sourced and adapted from Krefting, 1991:217) 
 
Firstly, the researcher continued prolonged engagement and in-depth observations 
and detailed field notes in the research field until data saturation was achieved to 
ensure credibility. Secondly, to ensure transferability, the researcher evaluated 
whether the findings of the research can be applied in similar contexts, under the same 
circumstances and with similar groups (De Vos, et al. 2011:419-421). Thirdly, 
dependability was achieved when the research process was logical, well documented 
and audited (De Vos, et al. 2011:419-421). Lastly, confirmability was ensured through 
an audit trail of all research measures implemented and of the verbatim descriptions, 
themes and categories; confirmability provides evidence that validates the findings 
and interpretations (De Vos, et al. 2011:419-421). These measures are discussed in 
detail in Chapter 2.  
 
1.9 ETHICAL CONSIDERATIONS 
 
Social research requires the researcher’s ethical integrity to assure that the research 
process and findings are trustworthy and valid. This study followed strict ethical 
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principles due to the study’s design; that is, being qualitative, exploratory, descriptive 
and contextual in nature. The researcher received permission and ethical clearance 
from the Faculty of Education to conduct the research (Annexure A). The researcher 
also received permission and clearance to conduct the study in a specific faculty at a 
university in South Africa (Annexure B). In addition, the respect and protection of the 
participants were important since they are valued as human beings who lived the 
phenomenon of experienced aggression. Strict adherence to ethical principles was 
not only important for the protection of the participants but also for the feasibility of the 
study.  
 
The Belmond Report (1979), a federally commissioned document for research 
regulations and values, published in 1979, introduced four ethical principles that also 
guides the general principles of the South African Medical Research Council (2006:10-
16). Consequently, this study adhered to these four principles, regulations and 
guidelines. A description of the four ethical principles, namely autonomy, non-
maleficence, beneficence and justice, are presented in the following section (Adams 
& Callahan, 2013:n.p.; Dhai & McQuoid-Mason, 2011:43-44). Informed consent 
(Annexure D) and agreement for participation were obtained from university lecturers. 
University lecturers had the opportunity to participate voluntarily after being fully 
informed of the purpose and objectives of the study (Annexure C). The voluntary 
participants could have withdrawn their participation at any stage of the research. 
Participants’ right to privacy, confidentiality, anonymity, equality, freedom of 
movement and choice, as well as anonymity, were respected.  
 
1.9.1 Autonomy 
 
First, the ethical principle of autonomy respects and protects the human right of an 
individual to decide which activities they will participate in or not. Individuals must fully 
understand what is required of them, what the effect of their participation may be, and 
decide if they want to participate or not, with no guiding influences (Adams & Callahan, 
2013:n.p.). The researcher’s main concern and responsibility is the protection of the 
participants. Therefore, the informed consent process forms the foundation of 
protecting individuals’ autonomy (Annexure D).  
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In this study, the researcher adhered to guidelines of the South Africa Medical 
Research Council (2006:10) which extensively captures and explains the voluntary 
participation and the non-affliction of harm to participants. This ethical principle of 
autonomy is further underpinned by the Constitution of the Republic of South Africa, 
Act 108 of 1996 (South Africa, 1996), stating that every person in South Africa has the 
right to bodily and psychological respect. This autonomy includes the right to consent 
or not to be part of medical or scientific research after being completely informed on 
the nature of the research, the risks, the benefits, and having ample opportunity to ask 
questions (Gelling, 2015:n.p.). 
 
Participants received a detailed and completely informative email of the research 
project outlining the nature of the research, the researcher’s and the participant’s role 
in the research, as well as the risks and benefits of the study (Annexure C). University 
lecturers had ample time to make an informed decision to voluntarily participate or not 
and to consent or decline the invitation (Annexure C). Individuals who consented to 
be part of the research completed written and signed consent forms. Participants were 
also made aware of the fact that they could withdraw from the research project at any 
time they felt uncomfortable (Annexure C). 
 
1.9.2 Non-maleficence 
 
Second, the ethical principle of non-maleficence refers to the obligation and actions of 
the researcher to avoid or minimise harm to any participants (Poon-King, 2009:n.p.). 
In this study, one of the primary concerns was protecting the participants’ anonymity 
and safety. The researcher referred to the participating lecturers as participants and 
abstained from divulging the participants’ identities and responses to people who were 
not directly involved in the research study. The researcher thus protected the 
participating lecturers’ anonymity, confidentiality and safety. The researcher further 
respected the participants’ teaching schedules and interacted with them only when 
they were free from their academic responsibilities; interactions also took place where 
the participants felt most comfortable. The researcher valued the work ethics and code 
of conduct of the departments and the faculty of the participating lecturers in this 
inquiry. In addition, the researcher respected the confidentiality and sensitivity of the 
data, interviews conducted, discussions, audiotapes, transcriptions and field notes, by 
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ensuring all research material was safely locked away and handled as strictly 
confidential. 
 
1.9.3 Beneficence 
 
Third, the ethical principle of beneficence implies that the research must promote the 
participants and/or the environment’s utmost benefits, welfare and interests (Gelling, 
2015:n.p.). The researcher will give anonymous feedback on the study to the faculty 
where the study was conducted, as well as to the participants in the study to apply in 
their environment to the benefit of all lecturers and the faculty. The study is also 
available for the university’s reference and application.  
 
1.9.4 Justice 
 
The ethical principle of justice refers to even share and fairness. The principle of justice 
requires impartial selection of participants and the research must be of value to all the 
participants included in the study (Gelling, 2015:n.p.). The principle of justice that 
includes fairness and objectivity was applied throughout the research. The adherence 
to this ethical principle of justice was achieved through respecting the participants’ 
basic human rights and dignity, as well as their social and cultural values and norms. 
The researcher was open and honest about the purpose and content of the research.  
 
Given the importance of ethical measures in research, a research proposal was 
submitted to the faculty and university academic research committees, followed by a 
presentation to defend the research study. Also, a request for ethical clearance to 
conduct this research was submitted. The study was approved by and received ethical 
clearance from the relevant faculty and university committees (Annexure A). The 
executive dean, in consultation with the faculty team leader, granted permission for 
lecturer participation and for this study to be conducted in the specific faculty 
(Annexure B).  
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1.10 ANTICIPATED CONTRIBUTIONS AND SIGNIFICANCE OF THE STUDY 
 
The researcher believes that this study will contribute to studies in the psychology of 
education and people development. Specifically, the researcher posits the 
contributions will address academic, higher education, policy and procedures, and 
knowledge on the experience and constructive management of experienced 
aggression. 
 
The anticipated contributions and significance of this study include: 
 
• The developed psycho-educational model will contribute to the self-knowledge, 
personal development, growth and performance of lecturers who experience 
aggression at a university in South Africa. This contribution will enable lecturers to 
increase their effectiveness and productivity, and to manage their experiences of 
aggression constructively. This may lead to improved job satisfaction and personal 
and professional wellbeing, fulfilment and mental health. 
 
• The study will contribute to the scientific body of knowledge by developing 
knowledge, theory and practice that close the gap the researcher identified. 
 
1.11 DIVISION OF THE CHAPTERS 
 
This study, which explored and described a psycho-educational model for university 
lecturers to facilitate constructive management of aggression, is divided into the 
following chapters: 
 
Chapter 1:  Background and rationale 
 
Chapter 2:  Research design and method 
 
Chapter 3: Development of the psycho-educational model for university 
lecturers to facilitate constructive management of experienced 
aggression 
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Chapter 4: Description of the psycho-educational model for university 
lecturers to facilitate constructive management of experienced 
aggression 
 
Chapter 5: Implementation and evaluation of the psycho-educational model 
for university lecturers to facilitate constructive management of 
experienced aggression 
 
Chapter 6: Conclusion, limitations and recommendations 
 
1.12 SUMMARY 
 
Chapter 1 has presented the background and rationale for the study, which 
underpinned the research problem and research question as well as the research 
objectives that focussed on a psycho-educational model for university lecturers to 
facilitate constructive management of experienced aggression. The research problem 
and objectives defined that limited research is available on university lectures’ 
experiences of aggression, and there is no psycho-educational model for university 
lecturers to facilitate constructive management of experienced aggression in their 
professional environment. To promote an overall understanding of the study, the 
researcher discussed the paradigmatic perspectives related to the phenomenon. The 
trustworthiness and ethical measures of the research were also briefly highlighted. 
The research methodology will be discussed in depth in Chapter 2. 
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CHAPTER 2 
RESEARCH DESIGN AND METHOD 
 
2.1 INTRODUCTION 
 
In Chapter 1, an orientation of the study, including a brief discussion of the research 
design and research method, was provided. To develop new knowledge in a particular 
study, the research is founded on underlying philosophical assumptions that establish 
reliable scientific research as well as specific and appropriate research methods. With 
this in mind, the research methodology then refers to the researcher’s research design 
and particular research methods applied for the purpose of acquiring relevant data for 
the research problem statement (Leedy & Omrod, 2010:3).  
 
In this chapter, the research design and research method for the development of the 
psycho-educational model are discussed and confirmed. The rationale for discussing 
the research methodology is to present the plan for the research. Secondly, it enables 
researchers to employ the best-suited research design and research methods to 
answer their research question, their research aim and their research objectives. An 
accurate research design and method also enhance the trustworthiness of the study 
(Wallis, 2012:33). The postmodern, constructivist-interpretive philosophy framed this 
research study. Additionally, the phenomenological interviews conducted and the 
findings in the researcher’s Master’s dissertation (Toerien, 2014:64-101) provided the 
foundation of this study. A theory-generating design based on a qualitative, 
exploratory, descriptive and contextual research approach was implemented to 
achieve the purpose and objectives of this study.  
 
2.2 PURPOSE AND OBJECTIVES OF THE RESEARCH 
 
The purpose of the study was to develop, describe and evaluate a psycho-educational 
model as a conceptual framework of reference for university lecturers to facilitate the 
constructive management of experienced aggression. Specifically identified objectives 
realised the purpose of this study. The framed objectives were: 
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• identify the central concept for this study from Toerien’s (2014) Master’s dissertation 
findings; 
 
• define and classify the central concept from Toerien (2014); 
 
• describe the relationships between the concepts; 
 
• develop, describe and evaluate a psycho-educational model for university lecturers 
to manage experiences of aggression constructively at a university in South Africa; 
and 
 
• implement and evaluate the psycho-educational model for university lecturers to 
facilitate the constructive management of experienced aggression. 
 
To understand the research design and method, it is important to look at the theoretical 
context of the study, as discussed next. 
 
2.3  THEORETICAL CONTEXT FOR THE RESEARCH DESIGN AND METHOD 
 
The researcher has to understand the challenges, function and importance of theory 
in research, thus the concept of ‘theory’ requires clarification. Theory, according to 
Blumberg, Cooper and Schindler (2011:36), guides the researcher. Price, Jhangiani 
and Chiang (2015:65) argue that theory attempts to develop an explanation or 
interpretation of a set of phenomena and it is scientifically accepted as a truthful 
account of the world. Imenda (2014:187) additionally posits a theory to be accurate 
field-specific definitions that describe the logical relationships of concepts that 
culminate into theory-specific conjectures. It is also necessary to distinguish the 
different levels of inquiry. According to Blackstone (2012:13), in social research, there 
are three levels of inquiry, namely micro, meso and macro. Blackstone (2012:13) also 
states that researchers’ inquiry and understanding of human interaction and behaviour 
will vary according to the level of inquiry they apply in their studies. At the micro level, 
researchers examine the smallest groups and their levels of human interaction and 
experiences (Blackstone, 2012:13; Differences in Macro and Micro Level Theories, 
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2016:n.p.). At the meso level, researchers study groups’ interactions and experiences 
(Blackstone, 2012:14). At a macro level, researchers study large-scale social 
processes and patterns (Blackstone, 2012:14; Differences in Macro and Micro Level 
Theories, 2016:n.p.; Levels of Analysis: Micro and Macro, 2016:n.p.). 
 
This study’s theoretical inquiry was conducted on a micro-meso level. At the micro 
level, the inquiry and understanding are on the university lecturers’ individual 
experiences of aggression and how they handle these experiences of aggression. At 
the meso level, university lecturers interact within the university environment in various 
groups. In this way, this study explored and discovered university lecturers’ real social 
life experiences and interactions on an individual level as well as on a group level 
(Babbie, 2016:34). Figure 2.1 illustrates the levels of theoretical inquiry in this study. 
 
 
Figure 2.1: Levels of analysis for this research study 
 
In addition, the researcher has to logically organise and systemise all information to 
understand the field of study. Walker and Avant (2011:7-19) classify theories as meta-
theoretical theory, grand theory, middle-range theory and theory in practice. The 
authors present an account of the interrelation between the types of theory and theory 
generation. Only two of the four aforementioned levels of theory development have 
applicability to this study, namely middle-range theory, and theory in practice. A brief 
clarification of middle-range and practise theory ensue after Figure 2.2, which 
illustrates the interrelation between types of theories and theory generation. 
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Figure 2.2: The interrelation between the types of theory and the levels of 
theory generation (Walker & Avant, 2011:20) 
 
2.3.1 Middle-range theory 
 
The middle-range theory was developed by Robert K. Merton (1949) and is a 
theorising approach aimed at incorporating theory and practical research (Grove et 
al., 2015:202). The middle-range theory begins with an observed phenomenon and 
conceptualises from the observation to generate general statements that can be 
verified by data (Marume, Jubenkanda & Namusi, 2016:16 & 18). Hammond, Cheney 
and Pearsey (2015:n.p.) argue that middle-range theory results from specific empirical 
findings and is concerned with the interrelation of two or more concepts that are 
applicable to a specific social process or problem. Middle-range theory forms the base 
in research to close the gap between grand theory and practice, and specify what is 
required to ensure the research is applicable and valuable in practice (Walker & Avant, 
2011:16).  
 
2.3.2 Theory in practice 
 
Theory results in specific guidelines for practice (McEwen & Wills, 2011:35). 
Additionally, McEwen and Wills (2011:35) argue that practice theory is narrow in 
scope, clarify a small part of reality, and is inclined to be prescribing. It is often limited 
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to a specific population or community of practice and frequently uses information from 
other disciplines. Chinn and Kramer (2015:229) note that research can address the 
challenges of practice and guide practice. In this study, practice refers to higher 
education and the university where university lecturers experience aggression. The 
developed model is implemented on two levels to evaluate the value for practice, 
namely in a workshop, and for three months in the university lecturers’ places of work 
in the university. 
 
Not only must researchers have an accurate understanding of the concept of theory, 
they must also understand and clarify the philosophy of science that underpins the 
principles of the study. This study is based on the postmodern, constructivist-
interpretivist philosophy of science (Blumberg, et al. 2011:216; Creswell, 2014:8-9). 
The qualitative methodology and the constructivist-interpretive paradigm shares the 
philosophical underpinning that there are numerous truths and several realities. 
Ormston, Spencer, Barnard and Snape (2014:3) agree that qualitative research 
encompasses a wide variety of methodologies and views. The postmodern and 
constructivist-interpretivist research paradigms underpinning this study are presented 
next. 
 
2.3.3 Philosophy of science (Postmodern and constructivist-interpretivist) 
 
Postmodernism posits that all knowledge has a basic social foundation, and 
knowledge has multiple realities and is socially constructed and subjective (Maree, 
2014:63; De Vos, et al. 2011:10; Klages, 2012:n.p.; Kroeze, 2012:2; Morgan & Sklar, 
2015:77). The constructivist-interpretivist paradigm is a sub-paradigm of 
postmodernism and attempts to describe and understand how people construct their 
own knowledge and make sense of their realities and their world (Bertram & 
Christiansen, 2014:25-26; Gitchel & Mpofu, 2015:59). Moreover, the constructivist-
interpretivist paradigm is referred to as the phenomenological approach. The 
constructivist-interpretivist inquiry seeks an in-depth understanding of a specific 
phenomenon, the relationship of human beings to their social environment and the 
role they play in creating their social environment in a comprehensive and holistic 
manner (Bertram & Christiansen, 2014:26; Nieuwebhuis, 2014:59; Thanh & Thanh, 
2015:24-26). The constructivist-interpretivist paradigm also seeks to understand and 
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interpret experiences and social structures and the values people attach to 
experienced phenomena (Rubin & Babbie, 2010:37). The three basic principles of 
constructivist-interpretivism are (Blumberg, et al. 2011:17): 
 
• Humans subjectively construct and give meaning to their social world, which is 
affected by their relationship and interactions with each other. 
 
• The researcher forms part of the inquiry. 
 
• The researcher’s interest motivates the research. 
 
The aforementioned will emerge through the researcher’s inquiry process to 
implement and evaluate the developed model, where the university lecturers, as the 
social actors, will construct the meaning, understanding and interpretation of the 
knowledge creation. In other words, constructivist-interpretivist methods 
systematically reveal the meaning-making behaviours of human beings and how those 
behaviours are organised to generate obvious outcomes. Henning, van Rensburg and 
Smit (2010:21) also argue that the interpretive paradigm provides a descriptive 
evaluation that emphasises deep and descriptive understanding of a particular social 
phenomenon. Interpretive methods allow researchers to be aware of their own 
personal influences and subjectivity to the phenomena under study, and necessitates 
careful interpretation of variables.  
 
Another important aspect of the constructivist-interpretivist paradigm is that the social 
world is ever-changing, shaped and reshaped by human beings on a daily basis (De 
Vos, et al. 2011:309-310; Vosloo, 2014:306-308). As a result, the reality of the 
knowledge of the phenomenon experienced in this study was developed through 
interpreted social construction and may be different in the future. The researcher in 
this study focussed on the understanding of the study as it developed throughout the 
investigation. The researcher further relied on the research findings from her Master’s 
dissertation on lecturers’ experiences of aggression (Toerien, 2014:64-101) as a point 
of departure. She also depended on expert and peer evaluations of the developed 
psycho-education model for university lecturers to manage the experienced 
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aggression constructively. The researcher supports the subjective reality and 
developed, evaluated and implemented a facilitation model for university lecturers to 
manage the experienced aggression constructively, which were meaningful for the 
participants in the research study. The researcher bracketed her views and own 
experiences throughout the research study.  
 
Based on the researcher’s philosophy of science adopted in this study, the manner in 
which this qualitative research study was undertaken requires clarification and 
explication of the researcher’s ontological and epistemological position. This is 
required as the same phenomenon can be explored, analysed and construed 
differently depending on researchers’ beliefs of what social reality is and means 
(ontology), and how a social phenomenon is best understood. 
 
2.3.3.1 Ontological position 
 
The researcher considered definitions and explanations of ontology found in relevant 
literature before her views were formulated and stated. According to Scotland 
(2012:9), ontology is the study of existence. Scotland (2012:9) further explains that 
ontological assumptions are researchers’ beliefs about reality and therefore 
researchers have to clarify their position about the social world and what can be known 
about it. The word ‘ontology’ derives from the Greek word ‘ontologia’ and if it is the 
study of existence, it is then both a study of what exists and what all things that exist 
share (Lawson, 2014:1). According to Vanson (2014:n.p.), there is no right or wrong 
position as different people have their own specific roles, values, beliefs and 
references. They therefore view matters differently. 
 
Considering the above explanations, the researcher’s view of the nature of reality is 
as follows: Firstly, human beings create meaning through their existence and 
interactions in their social world. Therefore, their world, reality and worldview are 
socially constructed through their own beliefs, experiences, shared understanding, 
and interpretations (Scotland, 2012:9). Secondly, there are many social realities due 
to varied human experiences, culture, knowledge, views and interpretations (Al-Saadi, 
2014:1). Thirdly, reality and meaning can be explored and constructed through 
meaningful human interaction, actions and relationships (Vanson, 2014:n.p.). Finally, 
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socially constructed understanding and meaning are distinctive to a particular context; 
therefore, in this study the phenomenon of the management of experienced 
aggression was determined by the university context it transpires in (Vanson, 
2014:n.p). 
 
2.3.3.2 Epistemology position 
 
Epistemology refers to the study of knowledge to understand what knowledge 
comprises, what the knowledge is founded on and what the scope of our knowledge 
is (Moser, 2010:1; Bothma, Greef, Mulaudzi & Wright, 2010:40). Hence, the 
epistemological position is the researcher’s assumptions about knowledge 
construction, and these assumptions shaped the researcher’s approach and research 
methods in discovering knowledge of university lecturers’ social behaviour towards 
experiences of aggression (Al-Saadi, 2014:2). According to Kivunja and Kuyini 
(2017:27), researchers have to understand the epistemological position because it 
explains their views and opinions on reality, truth and knowledge. In addition, 
researchers’ epistemological positions are important to underpin academic 
understanding and discussion with other researchers (Kivunja & Kuyini, 2017:27). 
Vanson (2014:n.p.) states that epistemology considers information as acceptable 
knowledge and how the knowledge is acquired and interpreted. In this study, the 
researcher’s research methods are in line with a constructivist-interpretivist approach. 
The knowledge in the study was derived from the researcher’s knowledge of university 
lecturers’ experiences of aggression and their need for support (Toerien, 2014). 
Knowledge for the development, implementation and evaluation of the model 
developed from the knowledge shared among the university lecturers. 
 
The epistemological position in this study is the relationship between the researcher 
and reality, and how this reality was explored, described and captured. Firstly, in this 
study, the reality was socially constructed and focussed on the construction and 
interpretation of knowledge, namely the development, implementation and evaluation 
of a psycho-educational model for university lecturers to facilitate the constructive 
management of experienced aggression. Secondly, actions, situations and events 
were understood through interpretation that was subjective interaction with social 
contexts in university lecturers’ real-life experiences. Thirdly, because subjectivity may 
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have formed part of the research process, the researcher bracketed her own 
worldviews and assumptions. Finally, the participants’ opinions and beliefs 
constructed the scientific depiction of the social world of this study. 
 
Following the theoretical context for the research design and method, as well as the 
philosophy of science for the study, the design and method of the research are 
discussed next. 
 
2.4 RESEARCH DESIGN AND METHOD 
 
A research design is a proposed plan that articulates the strategy the researcher uses 
to answer the research question, the purpose and objectives of the study. The plan 
begins with the identification of the problem and then progresses systematically 
through the methods and data collection to the data analysis (Seabi, 2015:81; Polit & 
Beck, 2014:741; Rebar, Gersch, Macnee & McCabe, 2011:175). Creswell (2014:3) 
similarly posits that research designs are approaches and processes of research that 
include general assumptions to complete methods for data-gathering, data analysis 
and data clarification. Denzin and Lincoln (2011:36) further describe a research design 
as versatile guiding principles that connect theoretical paradigms to strategies of 
enquiry and methods for collecting empirical information. These clarifications implicate 
that in choosing the appropriate research design, the nature of the research problem 
is important and directs the type of research design (Creswell, 2014:3). Seabi 
(2015:81) further argues that not only does the research design function as a plan of 
how the researcher proposes to conduct the research to solve the research problem, 
but it also maximises the credibility and trustworthiness of the findings. Polit and Beck 
(2014:203) concur with these statements and argue that the research design yields 
strategies adopted by the researcher to develop accurate and interpretable evidence. 
The research design follows. 
 
2.4.1 Research design 
 
A qualitative, exploratory, descriptive, contextual and theory-generating research 
design was chosen for this study. After the development of the model, the model was 
implemented in a workshop that established a single case study at a faculty in a 
 41 
university in South Africa (Yin, 2011:46-50). Inquiry on the implementation of the 
psycho-educational model observed phenomenological philosophy and principles 
based on the participating university lecturers’ experiences. 
 
2.4.1.1  Qualitative Research 
 
A qualitative research approach guided this study. According to Ormston, et al. 
(2014:2), it is important to recognise that there are various types of qualitative research 
and not necessarily one correct and acknowledged means of conducting a qualitative 
inquiry. Denzin and Lincoln (2011:6) similarly state that it is not easy to define 
qualitative research because there are no distinctive and single means of obtaining 
knowledge. Also, qualitative research is very broad and each research discipline 
includes a wide range of research methods and approaches (Denzin & Lincoln, 
2011:6).  
 
However, despite these diverse approaches and methods, researchers attempt to 
describe the characteristics of qualitative research (Ormston, et al. 2014:3). 
Qualitative inquiry as a research design is concerned with the understanding of 
processes, people and systems as well as contexts – socially and culturally – that 
motivate behavioural formations (Nieuwenhuis, 2014:51). According to Steyn 
(2013:4), qualitative research is the subjective exploration of real-live and human 
behaviour from the perspective of the individual who experiences the phenomenon. 
The qualitative data focus on how people make sense of and understand their real 
lives (Whitley & Kite, 2013:10). Creswell (2014:4) explains that qualitative research is 
often defined in terms of words and by using open-ended questions rather than 
numbers and closed-ended questions as in quantitative research. Moreover, 
qualitative research focuses on meaning, rich and deep descriptions of a phenomenon 
within the naturally occurring environment to be inductive (Morgan & Sklar, 2015:72; 
Nieuwenhuis, 2014:51). Notably, qualitative researchers attempt to construct a 
complex, holistic picture of humans’ real lived worlds as well as their social and human 
behaviour in natural settings.  
 
The researcher was interested in developing a psycho-educational model for 
university lecturers to facilitate the constructive management of experienced 
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aggression by exploring and describing university lecturers’ real-life experiences 
through an in-depth and holistic approach. In this study, the real, lived world is a 
university in South Africa where university lecturers experience aggression. Therefore, 
an inductive reasoning approach was applied to obtain meaning through university 
lecturers’ own words and accurate descriptions within the context of the study by 
means of reflective journal entries, a focus group and open-ended questions. In 
adopting this qualitative approach, it is important for the researcher to acknowledge 
the assumption that each individual, the nature of their relationships, their cultures and 
their settings are unique (Refer to 2.3.1.1). 
 
Equally important is that the researcher spent substantial time with direct interaction 
with the university lecturers and that reality is socially constructed with the participants; 
the researcher’s prior knowledge, personal experiences and responses had to be 
entirely put aside while conducting this study. The researcher, therefore, remained 
objective as a non-participating observer and did not try to influence the participants 
during the inquiry. Although the main goal of this qualitative study was to apply the 
four steps of Chinn and Kramer (2015:154-227) to develop, implement and evaluate 
a psycho-educational model for university lecturers to facilitate constructive 
management of experienced aggression, the principles and practices discussed in 
Sections 2.4.1.2, 2.4.1.3 and 2.4.1.4 were also adhered to. 
 
2.4.1.2 Exploratory Research  
 
An exploratory design is used to investigate a research problem with few or no earlier 
studies being done, and focuses on gaining insights into the problem (De Vos, et al. 
2011:95). Exploratory research is conducted to determine the nature of the problem 
and to gain deep and unique understanding, discover unique concepts and knowledge 
of a phenomenon (Grove, et al. 2015:21). Therefore, exploratory research explores 
the research topic on various levels of depth for better understanding. Also, in 
exploratory research the researcher may have to change direction resulting from 
discoveries through new data and understandings (Strydom, 2013:152). 
 
Chinn and Kramer (2015:249) further define exploring as an approach that is values-
driven. It is a process to (1) know and study the values distinctive to a specific situation; 
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(2) understand and study the actions based on these values; (3) create mindfulness 
of alternative values than the own; (4) recognise the diversity of moral and ethical 
decision-making; and (5) clarify these values and decision-making to create ethical 
knowledge. Reiter (2017:139) highlights an equally significant aspect of exploratory 
research, namely that the objective of exploratory research is to identify key issues 
and key variables; if a study is defined as exploratory research, the research objectives 
of the study need to be clearly defined. 
 
The exploratory design of this study was the researcher’s attempt to, through a logical 
and systematic process, develop a psycho-educational model for university lecturers 
to facilitate constructive management of experienced aggression before implementing 
the model with participants in a workshop and in practice after the workshop, at their 
places of work. The participants’ experiences of the model during the implementation 
phase were explored and evaluated to understand if and how the model works. How 
the model works in practice was further explored after three months in a focus group 
interview with university lecturers, and the evaluation concluded with reflective notes 
after the focus group. 
 
2.4.1.3 Descriptive research  
 
Descriptive research searches for a complete and accurate description of a specific 
phenomenon. Polit and Beck (2014:226) argue that a descriptive qualitative study 
gives a complete account of a phenomenon or occurrences. They (Polit & Beck, 
2014:552) further argue that descriptive research aims to accurately describe the 
distinctive nature of people, situations, groups as well as/or the frequency of 
manifestation of a specific phenomenon. Chinn and Kramer (2015:247) define 
descriptive research as an account of the characteristics or qualities of a phenomenon. 
In qualitative descriptive research designs, the researcher studies a specific gap in 
scientific knowledge that can only be described and explained through the viewpoints 
of the people who are the most influenced by the phenomenon (Grove, et al. 2013:66). 
Thus, descriptive research aims to describe, explain and interpret a phenomenon 
experienced by people currently in a specific context, time and place. 
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The phenomenon described and the theory generated in this study refer to the psych-
educational model for university lecturers to facilitate the constructive management of 
experienced aggression. The descriptive design was appropriate since a reliable and 
accurate description of the constructive management of experienced aggression and 
of the model development, implementation and evaluation was required. The 
description further occurred in the social context of the participants, namely the 
university environment and the varied number of interactions and relationships. 
 
2.4.1.4 Contextual research 
 
According to Nieuwenhuis (2014:51), in qualitative research the aim is to understand 
social and cultural contexts that generate social and interactive patterns. The author 
further states that contextual research focuses on describing and understanding a 
phenomenon as it occurs in the natural context. Babbie and Mouton (2011:272) add 
that the qualitative researcher can only really understand a phenomenon and 
participants’ experiences when the context is grasped completely, and how the context 
gives meaning to the phenomenon and experiences is considered. Another essential 
point is that qualitative researchers collect data in the participants’ ‘natural setting’ 
where the phenomenon is experienced (Creswell, 2014:185). Equally important is the 
fact that data analysis is subjective in nature (De Vos, et al. 2011:64). Botma, et al. 
(2010:128) in the same fashion argue that data can only be valid in specific contexts 
and findings cannot be generalised although it may be transferable to other contexts. 
This study was conducted at a diverse and large university in South Africa and the 
researcher remained sensitive to the context and contextual meaning of the university 
lecturers’ experiences during implementation as part of the data collection process. 
 
2.4.1.5 Theory-generating research 
 
According to Chinn and Kramer (2015:220), theory-generating research groups 
together concepts, ideas and relations, without enforcing any preconceived ideas to 
clarify and define human beings, human behaviour and their societies. In addition, 
theory-generating research is an inductive and dynamic process where a 
phenomenon is studied and described to move from fact to theory (Chinn & Kramer, 
2015:220). At the same time, Walker and Avant (2011:3) view theory development as 
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an approach to identify and represent important ideas about the fundamentals of 
practice; data is collected systematically through various data collection methods and 
then the information is arranged systematically and logically. 
 
Chinn and Kramer (2015:221) also propose that theory-generating can be done by 
means of grounded theory, field observations, participant observations and 
phenomenology. Phenomenology was used in this study and the researcher used 
journal entries, reflective notes as well as a focus group as part of the data collection 
methods to understand what can be done to help university lecturers to handle lived 
experiences of aggression more constructively. Another significant aspect is that 
matters of trustworthiness in this theory-generating research were addressed through 
the systematic organisation and description of research findings and results, and a 
true reflection of the reality is presented (Chinn & Kramer, 2015:221). It is, however, 
important to note the reasoning strategies applied in the study before the researcher 
describes the research methods according to the four steps of Chinn and Kramer 
(2015:154-244). 
 
2.5 REASONING STRATEGIES 
 
2.5.1 Analysis 
 
Analysis is a research strategy and process where concepts or collected data are 
described, interpreted and summarised to clarify, enrich and further develop concepts, 
theories or statements to improve understanding (Walker & Avant, 2011:155). 
Analysis is valuable where there is an already existing literature base for the existing 
theory (Walker & Avant, 2011:64). In this study, analysis was used in the exploration 
and description of concepts that are relevant to the development of the psycho-
educational model. Concept analysis is the first objective in any theory-generating 
research. Analysis was further employed during the data collection and data analysis 
phase of the study. 
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2.5.2 Synthesis 
 
Synthesis is a strategy in research aimed at formulating new application or meaning. 
Prins (2015:36) highlights that synthesis is a process where parts and elements of 
previously analysed and known concepts are put together to form a new whole, and 
this construction will form new patterns. Thus, the researcher grouped the analysed 
concepts and statements about the phenomenon for the theoretical requirements to 
develop the model in this study. The researcher also relied on the data and explored 
for similarities, differences and patterns among the concepts to identify the new 
concept. Synthesis was applied during (1) the identification, definition and 
classification of the concepts of the model, and during (2) the data analysis of the 
collected case study data. 
 
2.5.3 Derivation 
 
Walker and Avant (2011:63) argue that concept derivation is often necessary when 
there are not enough concepts available to explain a problem area or phenomenon, 
or when an analogy from another area must be applied to the current area of research. 
Table 2.1 presents the comparative theory (model) development processes applied in 
this study. 
 
Table 2.1: Comparative theory (model) development processes applied 
Development 
Processes 
Walker and Avant 
(2011) 
Chinn and 
Kramer (2015) 
Processes applied 
in this study 
 
Concept 
Development 
 
 
Concept analysis, 
synthesis and 
derivation 
 
 
 
Creating 
conceptual 
meaning 
 
Structuring and 
contextualising 
theory 
 
 
 
Main concept 
analysis from 
Toerien’s (2014) 
Master’s findings 
 
Concept analysis: 
develop concepts 
based on empirical 
evidence  
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Development 
Processes 
Walker and Avant 
(2011) 
Chinn and 
Kramer (2015) 
Processes applied 
in this study 
 
Statement 
Development 
 
 
Statement  
analysis, synthesis 
and derivation 
 
 
Generating and  
testing theoretical 
relationships 
 
Statement synthesis 
to identify 
relationships 
between developed 
concepts 
 
 
Theory (Model) 
Development 
 
 
Theory analysis, 
synthesis and 
derivation 
 
 
Deliberate 
application of 
theory 
 
Theory (Model) 
synthesis to 
describe the newly 
developed psycho-
educational model 
 
(Source adapted from Bruce and Klopper, 2010). 
 
2.5.4 Inductive reasoning  
 
Qualitative research is inductive in nature. Inductive reasoning refers to observing 
data, recognising and extracting patterns or meaning from the data and making 
generalisations based on the extracted patterns. Inductive reasoning starts with real-
life observations before developing through data collection and data analysis to 
broader generalisations, hypothesis statements and theories on the specific 
phenomena and cases (De Vos, et al. 2011:49; DeCarlo, 2018:156). In addition, 
Lucaites and Gilbert (2011:9-10) argue that inductive generalisation uses smaller 
samples to get to a bigger truth or better understanding of the real-world experiences, 
and inductive reasoning therefore cannot definitively support a research conclusion. 
Leedy and Omrod (2010:33) also state that during inductive reasoning the researcher 
observes a sample of a specific population and draws conclusions about the entire 
population. Prins (2015:37) notes that inductive argumentation and hypothesis 
generation from specific and supporting evidence can result in highly reliable 
conclusions. In this study, inductive reasoning refers to: 
 
• The data that provided a phenomenological explanation of lecturers’ experiences 
of aggression from the researcher’s Master’s dissertation (Toerien, 2014) as the 
foundation on which the model could be developed and described.\ 
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• The identification of the main concept for the model through the researcher’s 
Master’s findings (Toerien, 2014:64-101). 
 
• The description and classification of empirical findings derived from the results of a 
concept analysis that allowed for the synthesis of an operational definition of the 
main concept of the study. 
 
• The implementation of the model in a workshop and in practice provided data that 
offered inductive support for the findings and conclusions drawn from the study. 
 
2.5.5 Deductive reasoning 
 
Bradford (2017:n.p.) argues that deductive reasoning is employed to move from a 
general assumption, statement or hypothesis to a specific logical conclusion. Also, 
according to Schechter (2013:n.p.), in deductive reasoning the reality of the premises 
rationally guarantee the reality of the conclusion, and the premises may either be 
propositions the researcher believes or assumptions that the researcher is exploring. 
Deductive reasoning or deductive logic, according to Chinn and Kramer (2015:247), 
occurs when two or more assumptions – as relational statements – are applied to 
reach a conclusion. Thus, in deductive reasoning, the conclusion is established on the 
meanings of the central concepts in a particular statement. In this study deductive 
reasoning refers to: 
 
• the description of the model implementation; and 
 
• the conclusions and recommendations that were made after the model was 
implemented in a workshop and in practice. 
 
2.6 THEORY-GENERATING RESEARCH METHOD 
 
A theory-generating research method is research that begins with observations and 
through inductive reasoning a theory is developed from these observations by 
describing the scientific approaches, techniques and procedures and its logical and 
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systematic sequence (Berterö, 2012:n.p.; Walker & Avant, 2011:64-65). The 
appropriate research methods, techniques and procedures contribute towards the 
trustworthiness of a study. It relates to how the researcher should conduct an inquiry 
to explore and describe what is believed to be known (Botma, et al. 2010:41). In this 
study, the research method for theory-generating is described according to Chinn and 
Kramer’s (2015:154-244) four steps: 
 
 
Figure 2.3: The four steps of Chinn and Kramer’s theory generating model 
(2015:154-244) 
 
 
 
• Identify main concepts from the results of
Toerien’s dissertation (2014:64-101)
• Define and clarify the main concepts
• Classify central concepts (Dickoff, James &
Wiedenbach, 1968:415)
Step One
Concept analysis
• Explore the nature of relationships between 
concepts
• Identify associations between concepts, if 
applicable
• Describe the context
Step Two
Relationship statements
• Describe the model implementation as explained 
by Chinn and Kramer (2015:119-207)
• Evaluate clarity, simplicity, generality, and 
importance of the model
Step Three
Description and evaluation 
of the model
• Conduct a single case study in the evaluation of
the model following an interpretive
phenomenological approach. The developed
model was then implemented in a workshop for
lecturers
• Evaluate the implementation of the model in a
workshop and in practice
Step Four
Implementation and 
evaluation of model
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2.6.1 Step One: Concept analysis 
 
Concept analysis in this study was done using the steps of Walker and Avant 
(2011:157-174). The purpose of concept analysis is to differentiate the defining 
characteristics of a concept and its unrelated structure (Walker & Avant, 2011:157). In 
order to determine the internal structure of a concept, the concept’s structure is broken 
into simpler features. This is done to clarify a concept, encourage common 
understanding of the concept, establish a valid and precise practice definition and 
accurately reveal its theoretic underpinning (Walker & Avant, 2011:158). Concept 
analysis in this study refers to the identification of the central concept through fieldwork 
conducted during the researcher’s Master’s study, and by defining the central 
concept(s) of the model. Concept analysis will reflect the population and sampling, 
data collection methods, data analysis method, ethical considerations and strategies 
to ensure trustworthiness. 
 
The meanings of the concepts were clarified using dictionary as well as subject and 
literature definitions. The most frequently used characteristics were identified as the 
concepts’ most defining characteristic in the context of this study. Dickoff et al’s. 
(1968:415) survey list was implemented to classify the concepts and, as proposed by 
these authors, the agent, recipient, context, terminus, procedure and dynamics of the 
model were questioned and determined during this process. The identification of 
concepts, participant population, participant sample and sampling methods, data 
collection techniques and processes, data analysis and measures of trustworthiness 
will now be discussed in detail.  
 
2.6.1.1 Identification of central concepts from the researcher’s Master’s 
dissertation  
 
The researcher’s Master’s dissertation findings formed the basis for the identification 
of the main concepts. This identification was determined through a qualitative design 
and phenomenological approach to explore and describe the real life and lived 
experiences of aggression by lecturers in a faculty at a university.  
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2.6.1.2 Central concepts’ definitions and classifications  
 
Before the definition and classification of the central concepts, the researcher had to 
determine the aims or purposes of the analysis (Walker & Avant, 2011:161). Once the 
data finding of the researcher’s Master’s dissertation was reviewed and studied, the 
main concept of the study was identified from the aforementioned fieldwork. The 
researcher used inductive reasoning to identify the central concepts of the model. The 
essential and related attributes of the central concepts were defined and classified 
using various dictionary definitions as well as definitions from subject literature (Walker 
& Avant, 2011:162). These essential and related attributed were applied in the 
development and description of the model in this study (Walker & Avant, 2015:163). 
 
Dickoff, et al’s. (1968:415) survey list was used to classify the defined concept by 
asking the following questions: 
 
• Who is the agent? 
Thus, who is the person or the individual who performs the action? 
 
• Who is the recipient? 
Thus, who is the person the agent performs the action to? 
 
• What is the context? 
Thus, where are the actions taking place? 
 
• What are the dynamics? 
Thus, what is the motivation for the action, the agent and the recipient, that 
contributes to reaching the desired outcome for the agent? 
 
• What is the process? 
Thus, what is the guiding procedure, technique or protocol of the action performed 
by the agent? 
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• What is the terminus? 
Thus, what are the results of the action performed by the agent on the recipient? 
 
2.6.2 Step Two: Relationship statements 
 
The concepts defined in Step One of this study were written into relationship 
statements in this step to develop a preliminary conceptual model. The researcher 
wrote relationship statements by placing the individual and isolated concepts in 
relationship, and these statement relationships in totality were fundamental to the form 
of the model. According to Chinn and Kramer (2015:192), the relationship statements 
often outline the central part of the theory. The nature of the relationships between the 
concepts was explored, associations between concepts were identified where 
applicable, and the statement relationships were described in context (Chinn & 
Kramer, 2015:192-194).  
 
2.6.3 Step Three: Description and evaluation of the model 
 
In this step, a conceptual model was developed by implementing Chinn and Kramer’s 
(2015:186-208) guidelines for the description and critical reflection of empirical theory. 
The process for the description and reflection of empirical theory includes the 
construction of conceptual meaning followed by exploring the relationships. Through 
exploring the relationships, the comprehensive theoretical structure of the model 
develops. The process further includes generating and testing theoretical relationships 
and deliberate practice application of the theory. A visual model is implemented to 
illustrate the relationship between the concepts. Thereafter, the theory is 
contextualised and the purpose and boundaries of the model are established. Finally, 
the model is presented to model development experts in the fields of psycho-education 
and qualitative research to evaluate the model. The guidelines for the description of 
the model are as follows: 
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• The purpose of this model was for university lecturers to facilitate constructive 
management of experienced aggression. Understanding the purpose of the model 
addresses the questions why the model was developed and in which context and 
situations the model can be applied (Chinn & Kramer, 2015:188-189). 
 
• Assumptions in this model refer to the acknowledged and believed truths that 
form a fundamental part of theoretical reasoning. To understand the context of the 
theory, it is critical to identify the assumptions made by the researcher during the 
development of the theory. Assumptions are generally written as accurate 
statements or as significantly useful postulates (Chinn & Kramer, 2015:197). 
 
• The concepts of this model refer to the meaning of the concepts identified and 
described in detail in this model to enable understanding of the central concepts. 
This exploration and description of the central concepts are important since they 
form an understanding of the purpose of the model, the theoretical structure and 
nature, the distinctive meanings, and the assumptions (Chinn & Kramer, 2015:190-
191). 
 
• The definitions of the concepts in this model refer to the distinctive meanings of 
the described concepts to give structure to the model. Definitions clarified the 
abstract idea in a manner for others to understand (Chinn & Kramer, 2015:191-
192). 
 
• The nature of the relationships in this model gives structure to the model through 
the identification of the links and relationships between concepts and the 
description of relationship statements. Relationships between concepts can be 
descriptive, explanatory or predictive in nature. These three terms only refer to the 
form of the model and are not required when a theory is described (Chinn & Kramer, 
2015:193-194). 
 
• The structure of this model gives form to the conceptual relationships and is 
described in such a manner that others can follow the reasoning. The arrangement 
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of relationships must not be vague or too complex, because it will make it difficult 
to determine the structure of the model (Chinn & Kramer, 2015:194). 
 
The model was evaluated using critical reflections as described by Chinn and Kramer 
(2015:199-207) by a panel of model development experts and peers with experience 
in theory-generating research and model development. Critical reflection encourages 
academic discourse and assists the researcher in gaining information about how well 
the theory was developed, if further development of the model is needed, and if it is 
an effective measure to address the purpose of the study.  
 
The questions for critical reflection were: 
 
• How clear is the theory? 
The clarity of the model refers to the semantic clarity and consistency as well as the 
structural clarity and consistency. 
 
• How simple is the theory? 
Simplicity relates to the minimal number of specific concepts and their 
interrelationships, as well as the number of elements in each category described. 
 
• How general is the theory? 
Generality refers to the scope of practices the model addresses. 
 
• How accessible is the theory? 
Accessibility refers to the magnitude of identified empirical indicators for the concept. 
 
• How important is the theory? 
The importance of a theory lies in its applicability in practice and its significance value. 
Thus, does the model fit its purpose and does the model have scientific significance? 
 
The empiric knowledge development of the development and description of the model 
was explored, evaluated and confirmed through data collection and analysis by a 
panel of experts in qualitative research model development. These experts had no 
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vested interest in the research outcomes, and they reviewed the model that was 
developed in this study, including the clarity, applicability and accurate translation of 
the participants’ views. A peer review was conducted as part of quality control for the 
study. The reviewers considered the proper use of the research methods, the 
significance of the study’s contribution to the existing literature, as well as the 
integration of previous authors’ work on the topic. The reviewers also considered the 
validity of the results and the logic of the arguments. In addition, the developed model 
was presented at an international conference. The applicability of the model described 
how well the model fits the purpose for which it was developed. In turn, how well the 
model fits the purpose for university lecturers to facilitate constructive management of 
experienced aggression determined the success of the evaluation of the model 
development and model implementation. 
 
2.6.4 Step Four: Implementation and evaluation of model 
 
The implementation of the model occurred in two stages: Stage One entailed a 
workshop for university lecturers, and Stage Two comprised implementing the model 
in practice at the university lecturers’ places of work for three months. A single case 
study was established through the implementation of the model in a workshop. The 
university lecturers’ implementation of the model in practice was followed by a final 
focus group with the participants as part of the evaluation of how the model worked in 
practice. The model’s evaluation observed an interpretive phenomenological 
approach. Specific methods to collect and analyse data were used to triangulate the 
data at the various stages of the model’s implementation that took place.  
 
2.6.4.1 Population and sampling for model implementation and evaluation 
 
a) Population 
 
Myburgh and Strauss (2015:73) state that a population of a research study should be 
a well-defined and accessible group of people. The available population for this study 
was junior faculty in a specific faculty at a university in South Africa. 
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b) Sampling 
 
Sampling considers the process implemented to select a portion of the population for 
a research study (Nieuwenhuis, 2014:79). It can be argued that a clear sampling 
strategy that applies an unprejudiced and strong frame will deliver unprejudiced and 
vigorous results. Likewise, the sampling techniques applied are crucial for the overall 
sampling strategy. The researcher applied purposive sampling because of the study’s 
qualitative paradigm that (1) usually, but not always, involves a smaller sample, (2) to 
best help the researcher to understand the phenomenon and the research question, 
and (3) to increase the significance of information obtained (Cohen, Manion & 
Morrison, 2011:156-157; Creswell, 2014:189; Leedy & Ormrod, 2010:146-147). The 
researcher had access to the sample as a faculty leadership team member. 
Participants were identified through the specific faculty’s human resource database. 
Each participant received an email and a follow-up call from the researcher to explain 
the purpose and objectives of the study and to request voluntary participation based 
on the inclusion criteria.  
 
c) Criteria for inclusion 
 
The inclusion criteria for this study were: University lecturers who were working in the 
specific faculty at the university for at least three years, but not more than five years. 
 
2.6.4.2 Data collection 
 
Accurate data collection is vital to uphold the integrity of research. Data collection 
methods may vary, but it is the researcher’s responsibility to ensure accurate and 
honest collection. Data collection is the process of methodically collecting and 
evaluating information to answer the research question. Creswell (2014:189) adds that 
the steps for data collection include establishing the boundaries for the study, 
collecting information through a variety of data collection techniques, and ethical 
protocol for recording information. Maree (2014:81) further adds that most qualitative 
studies treat data collection and data analysis as continuing and cyclic until the data 
is saturated. Data saturation is achieved when no new information emerges during the 
interviews and other methods of data collection (Lincoln & Guba, 1985:202). Data 
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collection took place through the model’s implementation in a workshop, in journal 
entries from practice, and a focus group that will be discussed next. 
 
2.6.4.3 Single case study 
 
The implementation of the model in a workshop established a single case study. Prins 
(2015:46) concedes that a case study answers whether something works and the 
reasons for it working. Seabi (2015:83) further argues that a case study explores the 
working of a particular project, programme or system in depth, in a real-world context. 
Therefore, the purpose of the case study was to explore and describe the unit of 
investigation in this study in depth, namely the implementation of the model in a 
workshop for university lecturers to facilitate the constructive management of 
experienced aggression. 
 
Prins (2015:46-47) also states that collected case study data should describe 
hypothesised understanding of the activity under evaluation. The hypothesised 
understanding in this study is that the model will impact university lecturers in terms of 
handling experiences of aggression more constructively. The procedures for data 
collection in the case study were based on understanding the working and 
effectiveness of the model in a workshop and included recordings, participants’ written 
feedback, field notes and participants’ reflective journals, as well as a focus group. A 
discussion of the workshop and workshop documentation follows. 
 
a) Workshop and workshop documentation 
 
As a psycho-educator, the researcher was the facilitator of the workshop and prepared 
a programme with tasks and activities for discovery and self-directed learning. The 
discovery and learning activities created an opportunity for self-discovery as well as 
collaborative interaction between group members and small group communication and 
meaning-making. The tasks and activities aimed to create the opportunity for new 
knowledge and skills discovery and learning, as well as increased efficiency for 
university lecturers to constructively manage experienced aggression. Each 
participant received a file with all workshop documentation as well as the reflective 
journal information required for the implementation of the model in practice, after the 
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workshop. Colour copies of the model allowed support and engagement with the 
model while writing the monthly journal entries, one month and two months after the 
workshop. The transcription of the workshop audio-recorded conversations accounted 
for the findings on how the model’s implementation progressed and it presented 
participants’ responses during their discovery and learning process. The transcription 
also gave a thorough account of the development of the central concept of the model 
during the workshop and it answered the research question – What can be done to 
support university lecturers to manage experiences aggression constructively? 
 
b) Reflective journal entries 
 
Reflective journal entries were collected directly after the workshop and a week after 
the workshop answering the questions; “How was the model implementation in the 
workshop for you?” and “Reflecting back on the workshop, how was the model 
implementation in the workshop for you?”. The participants also had to complete 
journal entries one month and two months after the workshop, answering the open-
ended question; “How was the model implementation in practice for you?”. These two 
specific journal entries gave insight into the practical application, challenges, 
experiences and achievements related to how the model worked for university 
lecturers in practice at their places of work. See Annexure F for an example of one of 
the journal entries. The participants’’ initials were removed to protect their anonymity 
and confidentiality. 
 
c) Focus group evaluation interview and written reflection 
 
The final source of data collection was the audio-recorded focus group interview and 
reflections on the process and implementation of the model. The focus group interview 
addressed the data analysis findings on the research question, the purpose of the 
model, as well as the participants’ experiences of the outcome of the model 
implementation process. To conclude the process, participants wrote reflection notes 
on the whole process, and whether it answered the research question and their 
expectations. 
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d) Strategies applied during the workshop and focus group data collection 
 
The researcher allowed the participants to hear their own voices and make their own 
meaning of constructive management of experienced aggression through 
collaboration, self-expression, discovery and self-directed learning. The strategies 
applied by the researcher is discussed in detail in Chapter 5 
 
e) Field notes and observations 
 
The researcher wrote field notes throughout the process of the workshop as well as 
during the focus group. Annexure G is a brief synopsis of some of the observations 
and field notes. Body language, words, expressions and other factors provided 
important information during the data collection process. The researcher found that it 
was not only the spoken words but also the way they were said, the tone of voice and 
the personality of the interviewee that provided meaning and context, and therefore 
contributed to the interpretation of data. The researcher’s workshop assistant also 
wrote field notes during the workshop and observed and noted participant interactions 
for reflections. These were incorporated into the researcher’s data to ensure the 
accuracy of the collected data. 
 
f) Data analysis 
 
During the implementation of the model, the empiric knowledge development and 
evaluation of the data were confirmed through data analysis of (1) the description of 
the participants’ and researcher’s experiences of the workshop and workshop 
activities and reflective journal entries, directly after the workshop as well as one week 
after the workshop; (2) monthly written reflective journal entries while university 
lecturers implemented the model in practice at their places of work for three months; 
and (3) discussions and reflections during a focus group after lecturers had 
implemented the model in practice for three months. All conversation in the workshop 
and the focus group were audiotaped and transcribed verbatim (Annexure F) to ensure 
truth value and credibility (De Vos, et al. 2011:273, 305). The verbatim scripts were 
then analysed using Tesch’s (1990 in Creswell, 2009:184) systematic open-coding 
data analysis approach; subsequently, an independent coder also coded the data 
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(Annexure K). Mutual consensus between the coder and researcher were reached 
when data saturation, as well as refined and verified themes, transpired. 
 
2.6.4.4 Literature control 
 
A literature control after the data analysis confirmed the interpretation and findings 
from the data. In a qualitative inquiry, the application of literature controls to validate 
and confirm the collected data, as well as the results of the analysed data (Myburgh & 
Strauss, 2015:32), contribute to the scientific value of a study. In this study, the 
literature controls further contributed to the prevention of researcher bias during the 
data collection, analysis and findings (Leedy & Ormrod, 2010:67). 
 
2.6.4.5 Ethical rigour 
 
All ethical considerations were adhered to in the study. The study was approved by, 
and ethical clearance was received by, the relevant faculty and university committees. 
Permission to conduct the research was granted by the concerned faculty and 
participants. The participants were not disadvantaged in any way by the researcher or 
the outcomes of the study. Refer to the expansive discussion of the ethical 
consideration in Section 1.9, Annexure A and Annexure B. 
 
2.6.4.6 The researcher’s role 
 
The researcher managed the data collection during the implementation of the 
workshop, but was also actively involved as a psycho-educational facilitator during the 
workshop. The researcher’s active involvement in the aforementioned processes 
furthered a clear understanding of the clarification and development of the processes 
of the model (Prins, 2015:51). The researcher’s active participation in the workshop 
required bracketing to ensure that her knowledge and preconceptions of the form and 
function of the developed model did not influence the research process (Tufford & 
Newman, 2010:80). The researcher’s involvement and the activities during the 
workshop impacted participants’ experiences of the implementation of the model, and 
data collection took place in various methods and at various points of the workshop 
from a variety of participant perspectives. The variety of data collection methods 
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throughout the implementation of the developed model contributed to enhanced 
triangulation. 
 
2.7 STRATEGIES TO ENSURE TRUSTWORTHINESS 
 
The researcher applied Lincoln and Guba’s (1985) model for trustworthiness in line 
with the study’s philosophy, principles and qualitative inquiry as described in Krefting 
(1991:214-222), Babbie and Mouton (2011:276-278) and De Vos, et al. (2011:443-
444). The criteria to ensure trustworthiness from Lincoln and Guba’s model include 
truth value confirmed by credibility, applicability confirmed by transferability, 
consistency confirmed by dependability, and neutrality confirmed by confirmability. 
Table 2.2 presents a summary of the methods and strategies applied to confirm the 
trustworthiness of this study. The study’s truth value – confirmed by credibility – was 
enhanced by the discovery of the lived and perceived experiences of the university 
lecturers through in-depth interviews. Further enhancement of the study’s credibility 
occurred through accurate descriptions and interpretations of the university lecturers’ 
experiences of aggression. 
 
Table 2.2: Summary of the methods and strategies to confirm trustworthiness  
 
 
CREDIBILITY 
 
Confirmation of the 
accuracy of the findings 
 
• Prolonged engagement within the field 
 
• Reflexivity (Reflective field notes) 
 
• Member checking 
 
• Triangulation 
 
• Structural coherence 
 
• Establish researcher authority 
 
• Peer evaluation 
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TRANSFERABILITY 
 
Confirmation that 
findings are applicable 
in other contexts 
 
• Sampling: purposive 
 
• Dense description of sample 
demographics 
 
• Theoretical parameters 
 
 
• Dense description of: 
 
 Verbatim quotes 
(Phenomenological interviews) 
 
 Results 
 
 Literature controls 
 
DEPENDABILITY 
 
Confirmation of 
consistency of findings 
 
• Dependability audit 
 
• Dense description of the: 
 
 research design and methodology of 
theory generation 
 
 model development and 
implementation 
 
• Code-recording procedures 
 
• Consensus discussions with 
independent coder 
 
• Step-wise replication of research method 
 
• Peer review 
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 CONFIRMABILITY 
 
Confirmation that 
findings are shaped by 
the participants and not 
the researcher’s 
prejudice 
 
• Chain of evidence provided 
 
• Triangulation 
 
• Confirmation audit 
(conclusions, interpretations and 
recommendations can be traced to 
the sources of enquiry) 
 
2.7.1 Truth value confirmed by credibility 
 
The researcher described her philosophy of science, assumptions and paradigms to 
clarify her prejudices, motivations, and opinions that may have shaped the qualitative 
research process. This further increased the truth value of this study. A discussion of 
the credibility strategies that were applied in this study to ensure truth value follows. 
 
2.7.1.1  Prolonged engagement within the field 
 
The researcher spent sufficient time in the field to understand the social setting and 
the topic of interest, to detect and interpret misrepresentations that might be in the 
data, to rise above her own prejudices, to ensure data saturation, and to build a 
relationship of trust with the participants. In the same way, the researcher spent 
prolonged engagement with the raw data, the analysis and interpretation of the data 
and concepts, and also studied the relevant concepts in depth until data saturation 
occurred (Babbie & Mouton, 201:277; Creswell, 2014:189). Data saturation occurred 
when no new information emerged during the interviews and the researcher found the 
information obtained from the focus group interviews, expert review and peer reviews 
to be rich and adequate. 
 
2.7.1.2 Reflexivity 
 
Reflexivity implies that the research process itself is the focus of inquiry, acknowledges 
prejudice, and is aware of case dynamics in which the researcher (as interviewer) and 
N
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participants are equally involved in knowledge production. The researcher used 
reflexive field notes to describe and reflect on her own and the participants’ behaviour, 
as well as observations and experiences during the research and model development 
process. These field notes supported the researcher in reflecting on how these 
experiences and observations may affect the data collection, data analysis, data 
interpretation and research findings (Creswell, 2014:247). The researcher was 
continuously aware of any prejudices that may occur and remained impartial as the 
one who does not know, the one who entered the participants’ environment as an 
outsider, and the one who wanted to gain information and knowledge from the 
participants’ descriptions (Creswell, 2014:186). 
 
2.7.1.3 Member checking 
 
During the focus group, the researcher employed a member checking strategy to 
ensure accurate data analysis and interpretation of the participants’ lived experiences 
of the model’s implementation in the workshop and in practice. Therefore, the 
participants could contribute and confirm the authenticity of their contribution, as well 
as the accuracy of the data analysis findings and descriptions. 
 
2.7.1.4 Triangulation 
 
According to Fabio and Maree (2015:141), triangulation implies the application of 
multiple data sources in an inquiry to create understanding as well as more than one 
research method and theory in a research study. Thus, qualitative researchers use 
this technique to ensure that the description of the study is rich, deep, all-
encompassing and well-developed. Triangulation is a powerful strategy that enhances 
the quality of the research. Triangulation in this study included the following: Firstly, 
the methods that were applied to collect data were triangulated, then the collected 
data were analysed and interpreted. These methods include presenting the developed 
model to model development experts, a peer review, a workshop to implement the 
model, and a focus group to conclude the process. Secondly, the different data 
sources, namely literature controls, phenomenological interviews, reflective journal 
entries, observations during workshop and focus group processes and field notes 
during the aforementioned, were triangulated.  
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Furthermore, the audio recordings of the workshop and the focus group were 
transcribed verbatim. Tesch’s systematic open-coding method (Creswell, 2014:198-
200) was then applied to analyse the data. In addition, an independent coder coded 
the data to enhance the researcher’s findings as well as identified themes and 
categories (Botma, et al. 2010:2-4). Discussion and consensus between the 
researcher and independent coder to verify and finalise the findings to ensure 
triangulation during the data analysis phase were achieved. In conclusion, the data 
collection and data analysis were supported by literature control to verify the findings.  
 
2.7.1.5 Structural coherence 
 
The credibility of the study was enhanced by structural coherence. The researcher 
adhered to the identified research design and research methods of the study. Various 
data collection methods were applied; data analysis was conducted through open 
coding and axial coding that resulted in specific themes and categories. The 
researcher stayed close to all the data but at an automatic distance from it to not 
influence the analysis and findings of the data. The data’s interpretation and findings 
of the study are reported in a manner that makes it easy for the participating university 
lecturers and other people with similar experiences to recognise and relate to it 
(Johnson & Rasulova, 2016:15). Structural coherence confirmed that the data and the 
data analyses displayed clear dependability (Krefting, 1991:220). 
 
2.7.1.6 Establish the authority of the researcher 
 
Qualitative researchers are personally involved in the data collection and data analysis 
through involvement in the phenomenon and the people who participate in the study. 
Thus, these researchers should be aware of subjectivity and bracket all personal 
prejudices throughout the study. It is also essential for social qualitative methodology 
researchers to explain their roles in making their research credible (Unluer, 2012:1). 
The researcher conducted this study from within the environment in the sense that she 
was part of the faculty in the university, yet professionally she was not an integral part 
of the university lecturers’ fraternity. The researcher was the main research tool in this 
inquiry and therefore had to possess characteristics to establish her authority as a 
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researcher. The researcher obtained documents of the university’s cultural surveys to 
gain a better understanding of the setting and culture of the university in general. 
These documents were not implemented in this study. The researcher, as psycho-
educator, was also the facilitator of the workshop to implement the model. 
 
2.7.2 Applicability confirmed by the strategy of transferability 
 
According to Finlay (2009:8), transferability replaces the concept of external validity; 
instead of the researcher aiming for random sampling and possibility reasoning, the 
qualitative researcher must provide a detailed description of the setting in which the 
research is conducted. Transferability thus refers to the extent to which findings can 
be applied in other similar settings and be trustworthy by using rich descriptions and 
purposive sampling (Anney, 2014:277).  
 
In addition, Krefting (1991:216) argues that findings from a specific research 
phenomenon or experience can only be transferred to, but not generalised to, other 
settings. Lincoln and Guba (1985:290) state that it is the researcher’s responsibility to 
ensure that sufficient contextual information about the research is provided to assist 
readers in making such transfers. This implies that the description of the development, 
logic and implementation of the study must be understood by educational 
psychologists and other study fields alike.  
 
In this study, applicability was enhanced through the strategies of transferability such 
as the purposive sampling of university lecturers, thick description of the participants, 
and the context of the study. Transferability was also improved by the in-depth and 
thick descriptions of data collected from the case study during the implementation of 
the model in a workshop, and the data collected from the focus group interview. 
 
2.7.3 Consistency confirmed by the strategy of dependability 
 
Consistency refers to the fact that the data collection outlined in the research plan was 
adhered to, and dependability refers to the documentation of data analysis steps and 
choices made (Grove, et al. 2015:310, 392). A copious description of the context of 
the study, the research methods, the participants, peer and model expert reviews and 
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triangulation, ensured compliance with dependability. Further contributors to the 
dependability of this study included a rich description of the research methodology, 
coding and recoding of the workshop and focus group data, and consensus 
discussions between the researcher and supervisors, and the researcher and the 
independent coder. 
 
2.7.4 Neutrality confirmed by the strategy of confirmability 
 
Lincoln and Guba (1985:319) state that the most important criterion for establishing 
confirmability is the confirmability audit trail. An audit trail is of great importance in 
terms of a clear description of what was discovered and how it was discovered, as 
well as clear and detailed reporting on the conclusions in relation to the analysed data 
(Fabio & Maree, 2015:141). Confirmability also refers to the fact that the findings of 
the research are shaped by the participants and not the researcher’s partiality or 
prejudice. The neutrality of the data in this study was acquired through credibility and 
transferability of the data.  
 
2.8 DATA ANALYSIS 
 
In this study, qualitative data analysis was a process of sense-making of multiple data 
collected in writing, audio recordings and verbatim transcriptions and 
phenomenological interviews (Creswell, 2014:190). Since the researcher was also the 
facilitator, as a psycho-educator, she had to bracket her own views and opinions 
during the data analysis process. The researcher analysed the data in depth to 
discover the meanings and relationships of the data (Denzin & Lincoln, 2011:187). 
The researcher applied Tesch’s (Creswell, 2014:198) open coding, leading to 
emerging themes and categories. The data were also coded and verified by an 
independent coder followed by consensus discussions of the findings (Grove, et al. 
2015:89). 
 
2.9  SUMMARY 
 
This chapter provided the research design, research methodology and justification for 
the choices made by the researcher. This study is qualitative, exploratory, descriptive 
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and theory-generating. This nature of the study lends itself to exploration and in-depth, 
rich description. This chapter further explained the research methods, research 
strategies and measures to ensure trustworthiness. In Chapter 3, the definition and 
classification of the central concepts of the psycho-educational model of this study 
are explained.  
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CHAPTER 3 
DEVELOPMENT OF THE PSYCHO-EDUCATIONAL MODEL FOR 
UNIVERSITY LECTURERS TO FACILITATE CONSTRUCTIVE 
MANAGEMENT OF AGGRESSION 
 
3.1 INTRODUCTION 
 
In Chapter 2, the researcher discussed the qualitative, exploratory, descriptive and 
theory-generating research design, as well as the research methodology and 
measures to ensure the trustworthiness for this study. In this chapter, the researcher 
will discuss the concept analysis of the central concept in the context of this psycho-
educational model. This chapter also includes the identification, definition and 
classification of the essential and related concepts of the central concept, as well as 
the relationship statements that frame the development of the psycho-educational 
model for this study (Chinn & Kramer, 2015:178-181).  
 
With the above in mind, the first step in the conceptual analysis includes a brief 
discussion of Toerien’s (2014) Master’s dissertation findings to identify the central 
concept. The second step presents the definition and classification of the central 
concept, followed by the conceptual meaning of the central concept. The conceptual 
meaning underpins the development of this psycho-educational model for university 
lecturers to facilitate constructive management of experienced aggression. 
 
3.2 CONCEPT ANALYSIS 
 
Concept analysis is a method to establish conceptual clarity and understanding of a 
specific phenomenon of interest. Conceptual clarity and well-defined key concepts are 
essential for building a scientific research base (Cronin, Ryan & Coughlan, 2010:2-3). 
Thus, concept analysis focuses on the exact clarification of abstract concepts to 
describe their characteristics or attributes in the context of specific research to ensure 
conceptual clarity. The structure and function of concepts need to be clearly defined 
to ensure an exact understanding of the generated theory (Walker & Avant, 2011:157). 
The identification of the central concept of the psycho-educational model was done 
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based on the fieldwork findings of the researcher’s Master’s dissertation (Toerien, 
2014:64-101).  
 
In the Master’s dissertation, the researcher explored and described university 
lecturers’ experiences of aggression in a faculty at a university, and provided 
guidelines to promote their mental health. The sample for the researcher’s Master’s 
data collection was also purposive and included lecturers in the same faculty at the 
same university in SA, as identified for this study. The lecturers also had to have 
worked at the university for at least three years but not more than five years. The 
sample consisted of eight participants and their biographical compilation included men 
and women between the ages of 25 to 47 as well as representing the cultural diversity 
of the university and country.  
 
The key findings and elements of this qualitative dissertation continuously 
underscored that university lecturers experience aggression on many levels, in a 
variety of formats. Due to their position as lecturers, there is a high demand for 
university lecturers and other colleagues to manage experienced aggression. The 
findings further revealed that university lecturers employed varied coping methods; 
many of which were not constructive, and they needed support to enable them to 
constructively manage the experienced aggression.  
 
The identified central concept of this study was defined by implementing the combined 
methods of Chinn and Kramer (2015:164-177), Walker and Avant (2011:157-167) and 
Dickoff, et al. (1968). Firstly, various dictionary definitions, as well as subject literature, 
were explored to define the identified central concept. Secondly, the generally 
accepted use of each main concept was specified. Thirdly, the contextual definitions 
of the central concept were described, indicating the essential attributes and 
application of the concepts for this study. Lastly, a model case was constructed to 
illustrate the central concept’s attributes in an actual situation.  
 
3.2.1 Identification of central concept 
 
Three themes and eight categories emerged from the data and results of the 
researcher’s Master’s dissertation reflecting university lecturers’ experiences of 
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aggression in a faculty at a university. Table 3.1 (Toerien, 2014:65-66) provides a 
summary of the themes and categories identified from the transcribed interviews and 
field notes. The first theme denoted that lecturers experienced aggression, although 
they hid it in the word ‘frustration’. Lecturers recognised experienced aggression on 
three levels. Firstly, from levels below (students). Secondly, from levels above (senior 
faculty as well as university and faculty management), and thirdly, on a peer level. 
 
Table 3.1: Lecturers’ experiences of aggression in a faculty at a university 
(Toerien, 2014) 
Themes Categories 
Theme One  
 
Lecturers experienced aggression, 
hidden in frustration, from levels below, 
above, and at the peer level 
 
• Lecturers experienced frustration 
from levels below 
 
• Lecturers experienced frustration 
from levels above 
 
• Lecturers experienced frustration at a 
peer level 
 
Theme Two 
 
Lecturers experienced a high demand 
on themselves and their colleagues to  
control aggression due to their position 
as lecturers 
 
• Lecturers experienced a high 
demand for personal development 
that contributes positivity to the 
intrapersonal level 
 
• Lecturers experienced a high 
demand for development that 
displays at an interpersonal level 
 
Theme Three 
 
The lecturers’ constant experiences of 
frustration, pressure and unfulfilled 
needs led to the development of various 
coping strategies  
 
 
• Lecturers experienced ineffective 
coping strategies 
 
• Lecturers experienced effective 
coping strategies 
 
• Lecturers experienced the need to 
address and manage aggression 
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It seemed that lecturers were uncomfortable with the word ‘aggression’ because it was 
often associated with negative feelings and practices.  
 
“… aggression come, can come from below you, can come from above 
you can also come from someone who is actually at your own level” 
(Participant 8). 
 
“I would say there is a lot more frustration, than aggression in the 
faculty.” (Participant 1). 
 
Lecturers experienced aggression from below in the teaching and learning 
environment. It included perceptions that: 
 
• current students were disrespectful and arrogant, 
 
• large and overcrowded lecture halls made lecturing almost impossible and 
unbearable, and  
 
• students demanded and expected more due to the gap between secondary school 
and university. 
 
This often led to stress and demanded great self-control from lecturers. 
 
“…but there is no respect for lecturers, there is no respect in class for 
fellow students” (Participant 4). 
 
“…we have got these large classes... and it really takes a lot of emotional 
maturity to control your aggression there.” (Participant 3). 
 
“…we have to literally baby the first years” (Participant 4). 
 
Lecturers suggested that passive aggression and subtle verbal aggression were the 
most frequently applied forms of aggression. Lecturers were furthermore of the opinion 
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that aggression from above, including from senior faculty as well as university and 
faculty management and departmental leadership, caused frustration in three areas. 
First, the lack of fair and transparent systems implemented by management and the 
abuse of authority caused them to feel disempowered and frustrated. 
 
“I just think we operate here on a very unfair and a very biased system…” 
(Participant 4). 
 
“The management is poor, there is no fair and transparent process with 
regards to staff and with regards to staff development and growing in the 
department and there is no future.” (Participant 1). 
 
“At the faculty level now, I see aggression more taking the course of 
power play…” (Participant 8). 
 
Secondly, the lack of effective, continuous, clear and respectful communication 
between management and lecturers were unacceptable and often led to uncertainty 
and concealed aggression. 
 
“… I mean you have to be very subtle and polite in the way you direct a 
conversation without stifling it” (Participant 2). 
 
“… where some people who are actually at the top level of this faculty 
talk down on other people” (Participant 8). 
 
“… because there is no form of communicating to some higher presence 
to consider or take into consideration our queries as well” (Participant 4). 
 
Thirdly, the lack of clear job and responsibility descriptions to some extent caused 
lecturers to feel despondent and discouraged. Lecturers further experienced that their 
main job responsibility, namely teaching and learning, was dominated by an overload 
of additional tasks and responsibilities; often shifted onto them as junior faculty. 
Moreover, all these perceived governance and systemic experiences of frustration 
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often led to what lecturers experienced as unfair treatment, power plays to manipulate 
them, and feelings of hopelessness and not coping.  
 
“There are no checks and balances and because you are here you end 
up carrying more and more, because there is no one else to do it” 
(Participant 1). 
 
“… and the faculty expects too much from us in terms of the workload 
and administration” (Participant 4).  
 
“… but it is always the same ones who pick up the flack and who carry 
the can” (Participant 1). 
 
Lecturers often felt exposed to all of these challenges, and although they felt out of 
control, constant self-control was demanded of them. Subsequently, these two 
opposite polarities caused them stress.  
 
The lecturers further experienced aggression on a peer level through specific 
behaviours of, and interactions with, colleagues. Some of these aggressive 
behaviours and interactions were at a departmental level, particularly. During the 
interviews, three forms of aggression came to the fore, namely: 
 
• First, unprofessional and non-collegial conduct, such as colleagues’ non-
attendance of important meetings and disrespect towards colleagues. 
 
• Second, poor or total lack of conducive communication experienced through 
gestures, body language, facial expressions and verbal communication. The 
lecturers also often experienced isolation, such as being deliberately ignored as 
well as unreceptive comments, for example, sarcasm and gossip. 
 
• Third, obstruction to access important information and resources to fulfil their work 
sufficiently and effectively. The lecturers felt incapacitated when colleagues did not 
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respond to their emails, gave timeous feedback when needed, and refuted their 
academic work; thus indirectly, their performance. 
 
“… people just don’t show up at all for a meeting without making any 
excuses” (Participant 4). 
 
“… they don’t just respond to emails” (Participant 4). 
 
“… cannot get hold of the other person that you actually need to help 
you with this and that create a bit of tension” (Participant 1). 
 
In the second theme, it emerged from the findings that lecturers experienced a high 
demand for them to control aggression because of their position as lecturers at a 
university. They felt that they were expected to display high moral character and be in 
control of their emotions at all times.  
 
“… and also it also has to do with I mean your position in the public space 
and your position in the place of work” (Participant 8). 
 
“… but in a work situation and certainly when other people are involved, 
as a grownup and as an emotionally mature person you should be able 
to deal with your aggression” (Participant 3). 
 
“… but really I don’t expect us to have that kind of behaviour at 
institutions of higher learning” (Participant 3). 
  
It also emerged that lecturers experienced a great demand for personal development 
on an intrapersonal level to help them manage the experienced aggression. Although 
the lecturers acknowledged aggression as a reality in the lives of humans, some 
lecturers denoted their age, maturity and life experience to their personal development 
that contributed positively on an intrapersonal level. Literature control on these 
statements made by the university lecturers supported the fact that personal 
development contributes to the intrapersonal level of managing aggression; they also 
stressed that this development depended on intrapersonal intelligence. Intrapersonal 
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intelligence is characterised by a well-developed self-understanding, making good 
decisions and choices, and a strong sense of accountability, individualism and 
purpose (Intrapersonal Intelligence, n.d.).  
 
“… I guess one would be age and the other one might be life exposure 
or life experience” (Participant 3). 
 
“… Correlation between your level of personal development and the way 
you accept or reject aggression” (Participant 8). 
 
“… every average individual has the ability to get angry… but the 
emotion the mature individual is somebody who deals with it… we all 
have the ability to get angry, but we all have the ability to control it as 
well” (Participant 3). 
 
It also emerged in theme two, category two, that lecturers experienced a great demand 
for development on an interpersonal level to help them manage the experienced 
aggression.  
 
“… managing aggression in the workplace is something also that I mean 
one can agree that’s something that can be learned” (Participant 8). 
 
The lecturers argued interpersonal skills to be characteristics, such as effective 
communication and conflict management skills. Effective and clear communication 
skills enable people to voice their opinions freely, effectively, and ultimately to argue 
ideas without aggression. Lecturers also emphasised that positive and supportive 
work relations and the understanding of other people is critical in aggression and 
conflict management.  
 
 “I listen and I am able to respond” (Participant 2). 
 
“… he will say there is a problem here, how do we resolve it, how do we 
overcome this” (Participant 5). 
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“… human relationship is very important, interpersonal relationships is 
very important…” (Participant 8). 
 
The third theme disclosed that the constant experience of frustration, pressure and 
non-fulfilment of lecturers’ needs led to their development of various coping strategies. 
The findings firstly revealed that university lecturers applied ineffective coping 
strategies, such as non-confrontation and avoidance, and bottling up their frustrations. 
This often results in complete withdrawal from confrontation and colleagues. 
 
“… let me swallow it, just lay down the peace” (Participant 8). 
 
“… some people withdrew to their offices and locked the doors” 
(Participant 4). 
 
“… I guess it is one way of coping, get self-absorb” (Participant 2). 
 
Secondly, some lecturers mentioned the use of passive aggression as part of power 
displays. It is also significant that the suppression of experienced aggression at work 
spilled over into some lecturers’ personal relations.  
 
“So if you don’t want to shout at them to express your aggression there 
are other ways to do it so instance you would want to punish them by 
making the test harder for them” (Participant 3).  
 
“… changing my decision creates anger towards the colleagues firstly, 
secondly it creates distrust” (Participant 6).  
 
“I think maybe I bottle up my aggression at work and go and display it at 
home…” (Participant 3). 
 
Thirdly, lecturers acknowledged aggression as a universal phenomenon and some of 
the lecturers applied effective coping strategies as positive motivation in their personal 
development. They focussed on personal and career goals as a substitute for the 
experienced aggression and frustration. 
 78 
 
“… I mean aggression is something that I feel is just universal” 
(Participant 8). 
 
“… I think aggression is something that drives all of us, but if you can, 
use your aggression as a positive energy” (Participant 3). 
 
“… it is easier to overcome it when you have got you own personal goals” 
(Participant 2). 
 
Finally, the lecturers notably identified specific needs that the faculty and university 
should address to support them in more constructively managing the experienced 
aggressive behaviour. The needs that were identified included: 
 
• Skills development workshops in support of talent, skills, personal and career 
development. 
 
“… staff development and growing in the department and there is no 
future… I am not going anywhere” (Participant 1). 
 
“… empower yourself through personal development” (Participant 8). 
 
• Effective and transparent leadership without discrimination or abuse of authority.  
 
“… they don’t always understand what is going on” (Participant 1). 
 
“… like the balance of power between the subordinator and the leader” 
(Participant 8). 
 
• Formal and informal opportunities for effective communication to discuss lecturers’ 
queries, concerns and experiences. 
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“… there is no form of communication to some higher presence to 
consider or take into consideration our queries as well.” (Participant 4). 
 
“… it was not formal, but it was a get together, sit for a cup of coffee…tell 
us what you experienced this week and sometimes that was an 
experience I experienced and we share and talk about it” (Participant 5). 
 
• Clear job specifications and additional faculty expectations. 
 
“… we are not sure which jobs or jobs descriptions actually belongs to 
us and which belongs to the faculty” (Participant 4). 
 
• The ability to rely on colleagues for support and an equal share of the workload.  
 
“… two lecturers taking up one course but the fulltime lecturer ends up 
doing the majority of the work” (Participant 4). 
 
“… and you cannot get hold of the other person that you actually need 
to help you with this” (Participant 1). 
 
• Faculty guidelines and systems to assist lecturers in managing disruptive students. 
 
“There is no system in place that can actually help us or help us remove 
that student so from a course or from a class or a disciplinary action 
against students like that.” (Participant 4). 
 
• Mentors for new lecturers are important. 
 
“… I am being mentored” (Participant 6). 
 
“… especially my HOD I think it is because he has been my mentor” 
(Participant 5). 
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• Senior lecturers’ support is important to develop the talent of new and junior 
lecturers. 
 
“…we’ve got a very senior academic so the problems also get raised by 
him and he speaks for the young ones …we have the support of our 
senior staff in anything and everything”. (Participant 6). 
 
“…the more senior lecturers, they have always looked out for us” 
(Participant 5). 
 
• Reasonable workloads to ensure new and junior lecturers are not set up for failure. 
 
“…our lecturers are forced to take more subjects they are forced to take 
more portfolios upon themselves …. we cannot fill our positions and that 
causes frustration and once again leads to workloads or the current 
lecturer having to compromise for those workloads” (Participant 4). 
 
“…lecturers were actually just thrown into lecturing two, three modules 
in one semester” (Participant 3). 
 
In conclusion, the described findings (Toerien, 2014) indicate that university lecturers 
experience aggression as a normal part of their career life and colleagues subtly use 
it to exercise power and control. As mentioned by the lecturers, experienced 
aggression, hidden in frustration, affected their personal development, professional 
development and mental health. The impact of experienced aggression by university 
lecturers is thus negative and destructive; psychologically, spiritually, interpersonally, 
socially, and often physically. The discussion of the themes and categories 
demonstrates that university lecturers who experienced aggression want to manage 
the experienced aggression constructively, but often lack the skills to do so. Therefore, 
the question is if the facilitation of constructive management of experienced 
aggression by these university lecturers could contribute to personal development 
that, as a result, may contribute to a more positive self-concept, and indirectly 
improved mental health. 
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In this study, the personal development of university lecturers, as one of the central 
guidelines (Toerien, 2014), was implemented as one of the secondary outcomes of 
the model. Personal development of lecturers’ intrapersonal and intrapersonal skills is 
important because intrapersonal skills impact the behaviour lecturers display when 
they experience aggression, while interpersonal skills impact lecturers’ social 
interactions when they experience aggression (Brackett, Rivers & Salovey, 2011:93, 
96). The central concept identified for this study’s psycho-educational model was to 
‘facilitate constructive management’ of experienced aggression. Nuopponen (2010:4) 
emphasises the importance of conceptual clarification for research to ensure that the 
context of words describes the original, intended meaning for which they were 
developed.  
 
The researcher applied Chinn and Kramer’s (2015:190-191) concept identification 
guidelines to identify the central concept for the study. The researcher carefully 
examined the Master’s findings (Toerien, 2014:64-101) to identify the central concept 
and looked at how concrete or abstract the concepts were, as well as the quantity, 
character and meaning of the concepts. Table 3.2 provides a synopsis of the themes 
and categories that emerged from the researcher’s Master’s studies (Toerien, 2014), 
and the identified central concept for this study based on those findings. 
 
The aforementioned central concept identification was followed by the central concept 
definitions (Chinn & Kramer, 2015:191-192). The researcher also used Walker and 
Avant’s (2011:157-167) refined concept analysis method described by Wilson (1963), 
to further define and classify the identified central concept to ‘facilitate constructive 
management’ of experienced aggression. The researcher had to identify ‘facilitate’, 
‘constructive’ and ‘management’ independently to gain a better understanding of the 
central concept. Thereafter, the central concept was defined and a model case was 
constructed.  
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Table 3.2: Synopsis of themes, categories and identified central concept 
(Toerien, 2014) 
Themes and Categories 
Synopsis 
Central Concept 
 
Theme One 
Lecturers experienced 
aggression, hidden in 
frustration, from levels below, 
above, and at the peer level 
 
Theme Two 
Lecturers experienced a high 
demand on themselves and 
their colleagues to control 
aggression due to their position 
as lecturers 
 
Theme Three 
The lecturers’ constant 
experience of frustration, 
pressure and unfulfilled needs 
led to the development of 
various coping strategies  
 
 
 
 
 
 
 
‘Facilitate constructive management’ 
of experienced aggression 
 
 
 
 
 
 
 
3.2.2 Definition and classification of the central concept 
 
Definitions and classifications of the identified central concept of the psycho-
educational model, namely to ‘facilitate constructive management’ of experienced 
aggression, follows. The essential attributes of the central concept will be in bold, 
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and the related attributes will be underlined. Initially, the researcher explored 
acceptable dictionary definitions of the central concept.  
 
3.2.2.1 Defining the concept ‘facilitate’ 
 
a) Dictionary definitions for ‘facilitate’  
 
Table 3.3 presents the dictionary definitions of the concept ‘facilitate’. 
 
Table 3.3: Dictionary definitions of the concept ‘facilitate’ 
Definition Source 
To make easier or less difficult;  
To help forward (action or process) 
To assist the progress of a person 
 
Dictionary.com. (online) 
  
To make something possible or easier: 
To aid or assist  
The Cambridge English Dictionary 
(online) 
Assist, help, promote, simplify, make easy, 
enable  
Thesaurus.com (online) 
to make easier; assist the progress of Collins English Dictionary (online) 
To make an action or process possible or 
easier. 
 
Helps a process to take place 
Oxford Advanced Learner’s 
dictionary (Hornby, Turnbull, Lea,  
 
Parkinson, Phillips & Ashby, 
2010:525) 
To make a process easier Oxford University Press (online) 
To make (something) easier 
To help cause (something) 
Merriam-Webster.com (online) 
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Definition Source 
To help bring about  
Medical definition of facilitate 
To increase the likelihood, strength, or 
effectiveness of (a behaviour or a response) 
To help (something) run more smoothly and 
effectively 
 
 
Merriam-Webster.com (online) 
Make (an action or process) easy or easier Oxford Dictionary (online) 
To ease, advance, promote, aid, assist, help, 
improve; simplify 
Merriam-Webster.com (online) 
To make something easier 
To make something more likely to happen 
Vocabulary.com (online) 
Definition of ‘facilitation’ 
Being made easy (or easier) 
The act of assisting or making easier the 
progress or improvement of something 
Assist, assistance, help, aid - the activity of 
contributing to the fulfilment of a need or 
furtherance of an effort or purpose 
 
Freedictionary.com (online) 
 
A facilitator is a person that facilitates.  
A facilitator helps to bring about an outcome 
by giving indirect or discreet assistance, 
guidance, … 
Merriam-Webster.com (online) 
A facilitator is a person who helps a person or 
group do something more easily or find the 
answer to a problem, by discussing things and 
suggesting ways of doing things 
Cambridge Dictionary (online) 
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b) Subject literature definitions for ‘facilitate’ 
 
Table 3.4 presents the subject literature of the concept ‘facilitate’. 
  
Table 3.4: Subject literature definitions of the concept ‘facilitate’ 
Definition Source 
Facilitation is a technique facilitators use to 
provide support to people to recognise what 
they need to change and how to make these 
changes 
 Dogherty, Harrison and Graham 
(2010)  
Facilitation is a process to simplify matters, 
actions or practice…  
Myburgh and Poggenpoel 
(2009:448) 
Facilitation is a participatory process…, it 
helps people to reach their goals…, it 
encourages open dialogue…, help groups  
 
…formulate plans and resolve issues and 
conflicts… 
Hogan (2002:1-2,11,12) 
…facilitators provide a collaborative climate 
and structure for participants to be effective. 
…facilitators give participants tools they can 
use to discover and develop their own 
solutions. …. facilitation is a process… 
Bens (2012:7-10) 
The main objective of any facilitation is to 
increase the effectiveness of others, … 
Wahl (2017:n.p.) 
…. facilitation is a process that helps to make 
action taking easier, identifies goals and 
outcomes and increase effectiveness 
Botha (2006:22) 
Facilitation occurs through “amplifying, 
enabling, assisting and setting in motion the 
Downing (2012:136)  
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Definition Source 
managerial process needed for promoting, 
maintaining and restoring professional 
wholeness” 
Facilitation is the process of helping groups or 
individuals learn, find a solution…”to grow 
personally and to develop on a personal level 
Duffy, Montgomery and Moran 
(2011:1) 
Facilitation is an open, dynamic and 
interactive process and takes place in an 
open learning environment. Facilitation 
involves enabling improvement in a supportive 
climate. A facilitator helps individuals/groups 
to accomplish their goals and takes place in an 
open learning climate 
Towell, Nel and Muller (2015:6) 
To facilitate is to make the learning process 
easier by creating a safe space to participate 
and self-directed learning 
Prins (2015:64) 
A facilitator enables groups to work more 
effectively, to collaborate and achieve 
interaction. A facilitator can also assist a 
group in thinking deeply… 
Kaner, Lind, Toldi, Fisk and 
Berger (2007:XV) 
 
c) Summary and essential attributes of the concept ‘facilitate’ 
 
In the dictionary and subject literature, the recurring defined words are: process, 
make easier, assist and increase effectiveness. The subject literature definitions of 
the concept ‘facilitate’ enhanced the nature and attributes of the concept.  
 
Table 3.5. presents the essential and related attributes of the concept ‘facilitate’ 
identified for this study.  
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Table 3.5: Essential and related attributes of the concept ‘facilitate’ 
Essential attributes Related attributes 
Process  
 
• Participatory 
 
• Self-directed learning 
 
• Open, dynamic and interactive  
 
Make easier 
 
• Creating a safe space to 
participate 
 
• Open learning climate 
 
Assist 
 
• Simplify matters, actions or 
practice 
 
• Helps to bring about outcome 
 
• Find the answer to a problem, 
by discussing things and 
suggesting ways of doing things 
 
 
Increase effectiveness 
 
• Collaborate and achieve 
interaction 
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Based on the identified essential and related attributes, ‘facilitate’, in this study, can 
be defined as a process that the facilitator makes easier for the university lecturers. 
The facilitator assists the university lecturers to increase their effectiveness to 
manage experiences of aggression constructively. 
 
3.2.2.2 Defining the concept ‘constructive’ 
 
a) Dictionary definitions for the concept ‘constructive’ 
 
Table 3.6 presents the dictionary definitions of the concept ‘constructive’. 
 
Table 3.6: Dictionary definitions of the concept ‘constructive’ 
Definition Source 
• Promote further development or 
advancement  
 
• Productive, helpful, handy, useful 
Dictionary.com (online) 
• Helping to improve 
 
• Promoting further development or 
advancement 
 
• Serve to improve or advance 
 
• Helpful 
 
• Improve, promote development 
Dictionary.com (online) 
To build or improve; positive Collins English Dictionary (online) 
Helping to develop or improve Merriam-Webster.com (online) 
Positive, helpful, productive, useful, 
beneficial 
Encarta Pocket Thesaurus 
(2002:101) 
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Definition Source 
…encouraging development, … 
… a positive …building up 
Constructive criticism - helpful criticism  
 
Vocabulary.com (online) 
…to improve or advance, Helpful Freedictionary.com (online) 
to be useful or helpful MacMillan Dictionary.com (online) 
Causing or leading to development; 
Helping to improve 
Word Reference Forums (online) 
Useful and helpful  
Longman Dictionary of 
Contemporary English (online) 
Serving to improve; helpful Wordnik (2009) (online) 
Constructive means carefully considered and 
intended to be helpful 
Wordnik (2009) (online) 
If something is constructive it is useful and 
meant to build or improve something 
Collins English Dictionary (online) 
 
b) Subject definitions for the concept ‘constructive’ 
 
In the research process to find subject literature of the word ‘constructive’, it became 
evident that the word is not used or defined on its own. Instead, it is often used as 
derivatives, such as constructive thinking, constructive communication skills, and 
constructive people skills. It is also interesting to note that the concept ‘constructive’ 
is often linked to types of skills a person need to ensure positive interactions. Table 
3.7 presents the subject literature definitions of the concept ‘constructive’. 
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Table 3.7: Subject literature definitions of the concept ‘constructive’ 
Definition Source 
“… words related with constructive include 
helpful, practical, useful, valuable and 
productive” 
Duffy (2013:51) 
“Constructive is when the benefits of 
something are integrated optimally to equip a 
person to address conflict better in the future”  
Johnson (2009:386) 
Constructive journalism is based on reporting 
solution-focussed news,… 
Constructive Journalism Project 
(2016)  
Defines constructive management as 
progressive and helpful problem solving 
Coleman, Deutsch and Markus 
(2014:9) 
…improves behaviour, or performance such 
as the work productivity, education gains, work 
quality, strategy of coping with a difficult task 
or handling a conflict 
Ge, Tian and Zhang (2016:29) 
Refers to enablers to change destructive 
behaviour  
Botha, Myburgh and Poggenpoel 
(2013:11) 
 There are three main concepts for 
constructive namely, improvement, 
development and progress ...  
Wallis (2012) 
… is intended to lead to improvements or to 
be helpful or beneficial; … 
Fong, Warner, Williams, Schallert, 
Chen, Williamson and Lin 
(2016:395-396) 
The concept ‘constructive’ is grounded in the 
constructivist’s theory. Constructive denotes 
the concept of constructing personal meaning 
through learning activities 
Ullah, Khattak & Siddiqa, 
(2011:2391) 
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Definition Source 
Learning occurs through engagement in 
activities that promote discovery of own 
knowledge 
Guiffrida (2015:41) 
…to build up positively and creatively Jacobs (2013:138) 
… constructive feedback promotes learning. 
Lloyd, Watmough, O’Brien, 
Furlong and Hardy (2016:n.p) 
 
b) Summary and essential attributes of the concept ‘constructive’ 
 
In the dictionary and subject literature, the recurring defined words related to the 
concept ‘constructive’ are: helpful and promote development. Table 3.8 offers the 
essential and related attributes of the concept ‘constructive’ identified for this study.  
 
Table 3.8: Essential and related attributes of the concept ‘constructive’ 
Essential attributes Related attributes 
Helpful 
• Solution focussed 
 
• Enablers to change destructive 
behaviour  
 
 
Promote development  
• Improves behaviour or 
performance 
 
• Build up positively and 
creatively 
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Founded on the identified essential and related attributes, ‘constructive’ in this study 
refers to being helpful to university lecturers, and to promote the development of 
university lecturers who experience aggression. 
 
3.2.2.3 Defining the concept ‘management’ 
 
The concept ‘management’ is often used and defined in a business context and refers 
to planning, control and directing people and resources. In this study, the concept is 
used in a social sciences context. Therefore, the concept ‘management’ is also 
explored and defined to ensure its clarity within the context of social sciences. 
 
a) Dictionary definitions for the concept ‘management’ 
 
Table 3.9 presents the dictionary definitions of the concept ‘management’.  
 
Table 3.9: Dictionary definitions of the concept ‘management’ 
Definition Source 
Management is the process of managing 
 
To manage:  
• to be in charge of, 
 
• administer and regulate, 
• succeed in doing or dealing with, 
 
• Succeed, despite difficulties, 
 
• Cope 
Readers Digest Word Power 
Dictionary (2002:587) 
• Management is the act or means of 
handling something, direction, or control 
Dictionary.com (online) 
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Definition Source 
• To take charge of 
Management is the technique, practice, or skill 
of dealing with and controlling 
Collins English Dictionary (online) 
Management is to take action or have the skill 
to deal with others successfully 
Oxford Advanced Learner’s 
Dictionary (Hornby, 2010:902) 
Management: the process of dealing with or 
controlling things or people 
Oxford Dictionary.com (online) 
Management: “To have under effective 
control” 
The Oxford Paperback Dictionary 
(Hawkins, 1989:494) 
Manage: 
• to have control of something 
 
• to take care of and make decisions about 
  
• to direct the professional career of 
 
• to handle or direct with a degree of skill 
 
• to work upon or try to alter for a purpose 
• to succeed in accomplishing 
Merriam-Webster.com (online) 
Manage is to be in charge, control Thesaurus.com (online) 
Manage: 
• to bring about or succeed in accomplishing, 
sometimes despite difficulty or hardship 
Dictionary.com (online) 
Manage: 
• to have under effective control 
The Oxford Paperback Dictionary 
(Hawkins, 1989:366) 
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Definition Source 
• to succeed in doing something 
 
• to cope 
Manage: 
• to do something, especially something 
difficult, you succeed in doing it 
Collins English Dictionary (online) 
To manage is the deliberate implementation of 
a plan to overcome or prevent problems 
Freedictionary.com (online) 
“Once you accept total responsibility for 
everything that happens to you in life, you will 
soon discover that this also enables you to find 
solutions”  
 Durham (2019:n.p.) 
 
b) Subject literature for the concept ‘management’ 
 
Table 3.10 presents the subject literature of the concept ‘management’. 
 
Table 3.10: Subject literature definitions of the concept ‘management’ 
Definition Source 
A purposeful undertaking performed to 
achieve set objectives 
Sharma (2015:n.p.) 
Therefore, when dealing with aggressive 
workplace colleagues you have to be 
confident, stand firm, and voice your opinion 
Webster and Webster (2014:n.p.) 
To deal with this kind of behaviour, 
“acknowledge the behaviour for what it is, and 
why it may be happening 
Merecz, et al. (2009:256) 
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Definition Source 
… demonstrate commitment to deal with … Rai (2002:n.p.).  
… choose to take responsibility for fixing the 
problem… 
Conant Leadership (2017) 
Coordinated activities constructing actions into 
meaningful and purposive endeavours  
Mahoney (2010:11) 
Management is to purposefully enable and 
develop people to reach their potential and 
some of these enablers include the 
development of social skills and self-control 
techniques, constructive relationships… 
Botha, et al. (2013:11) 
Control the interaction by setting boundaries Larson (2008:13) 
You might not be able to change some 
aggressive peoples’ behaviour, but you can 
control how you react 
 Newman (2014:n.p.) 
 Gallo (2016:n.p.) 
 
c) Summary and essential attributes of the concept ‘management’ 
 
In the dictionary and subject literature, the recurring defined words related to 
‘management’ are ‘deal with’ and ‘take control’. In the subject literature definitions 
provided, the concept ‘management’ is enhanced through its definition, providing 
insight into how to handle the experienced aggression, requiring skills to master. Table 
3.11 illustrates the essential attributes of the concept ‘management’ identified for this 
study.  
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Table 3.11: Essential and related attributes of the concept ‘management’ 
Essential attributes Related attributes 
Deal with 
• acknowledge the behaviour for 
what it is, and why it may be 
happening 
 
• Take responsibility 
 
• Deliberate implementation of a 
plan to overcome or prevent 
problems 
Control 
• Setting boundaries 
 
• Social skills and self-control 
techniques 
 
• Meaningful and purposive 
endeavours 
 
• Succeed in accomplishing 
 
On the identified attributes, ‘management’ implies that university lecturers should deal 
with and control their experiences of aggression. 
 
3.3 CREATING CONCEPTUAL MEANING FOR THE CENTRAL CONCEPT 
FACILITATE CONSTRUCTIVE MANAGEMENT 
 
The preceding identified and defined essential attributes of the three concepts – 
facilitate, constructive and management – were implemented to define the central 
concept for this research study. Table 3.12 presents a summary of the essential 
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attributes of the central concept to ‘facilitate constructive management’ of experienced 
aggression by university lecturers.  
 
Table 3.12: Essential attributes of ‘facilitate constructive management’ of 
experienced aggression 
Concepts Essential attributes 
Facilitate 
 
• Process 
 
• Make easier 
 
• Assist 
 
• Increase effectiveness 
 
Constructive 
 
• Helpful  
 
• Promote development 
 
Management 
 
• Deal with 
 
• Control 
 
 
3.3.1 Definition of the central concept to ‘facilitate constructive management’ 
of experienced aggression 
 
The central concept ‘facilitate constructive management’ throughout this study was 
aligned with the concept of experienced aggression for connotation and significance 
of the model. Based on the essential identified attributes of ‘facilitating constructive 
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management’ of experienced aggression by university lecturers, the central concept 
of this study can be defined as a process which the facilitator makes easier for the 
university lecturers. The facilitator assists the university lecturers to increase their 
effectiveness to manage experiences of aggression constructively. University 
lecturers’ increased effectiveness is helpful to them and promotes their 
development. With their promoted development and increased effectiveness, 
university lecturers should deal with and control their experiences of aggression. 
 
3.3.2 Model case of to facilitate constructive management’ of experienced 
aggression 
 
Chinn and Kramer (2015:168) argue a model case, also referred to as an exemplar 
case, should be a description of a situation or experience that states the following: “if 
this is not x, then nothing is”. The aim of this model case is to clarify the central concept 
and to create conceptual meaning that represents the central concept ‘to facilitate 
constructive management’ of experienced aggression by university lecturers (Chinn & 
Kramer, 2015:169).  
 
With this question in mind, the researcher constructed the following fictitious model 
case to illustrate the central concepts in the psycho-educational model for university 
lecturers to ‘facilitate constructive management’ of experienced aggression. The 
model case built on the findings posited in the researcher’s Master’s dissertation 
(Toerien, 2014) to enhance clarity and demonstrate the central concept and its related 
attributes. The model case is from a university practice and context.  
 
From destructive to constructive management of experienced aggression – A 
model case  
 
University lecturers are invited to attend a workshop to ‘facilitate constructive 
management’ of experienced aggression. The university lecturers willingly decide to 
participate in the workshop. The psycho-educational facilitator explains to the group 
of participants that some university lecturers experience aggression on various levels 
and in a variety of forms. They also hide the experiences of aggression in the word 
‘frustration’. The psycho-educational facilitator engages the university lecturers in a 
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process where she makes it easier for university lecturers who experience 
aggression to address the problem. A safe space in which to participate is created and 
encourages an open learning climate. The facilitation is implemented in three phases, 
namely the relationship phase, working phase, and termination phase. Participants 
are encouraged to, in an open learning climate, share and describe how they manage 
their experiences of aggression. Three lecturers share their management of 
experienced aggression as follows: 
 
University Lecturer One: Two years ago, she reported that she was unable to manage 
her workload. Since she received no feedback or support, this resulted in her being 
unhappy at work, not coping, and sometimes displaying health issues and exhaustion. 
 
University Lecturer Two: After experiencing aggression from colleagues, this lecturer 
decided to withdraw and keep to his office. He felt this behaviour protected him from 
exposure to his aggressive colleagues and the negative communication between 
colleagues. 
 
University Lecturer Three: Lost her self-confidence and confidence in her work abilities 
and is frustrated because a senior faculty member changed one of her student groups’ 
midyear marks without consulting her in the matter. 
 
The feedback from the university lecturers displays negative coping methods and 
destructive management of experienced aggression. The psycho-educational 
facilitator assists university lecturers to increase their effectiveness that will be helpful 
to them to promote their development. With their promoted development and 
increased effectiveness, university lecturers should deal with and control their 
experienced aggression. 
 
The psycho-educational facilitator assists university lecturers to increase their 
effectiveness that will be helpful to them to promote their development. The 
facilitation process is open, dynamic and interactive for university lecturers to 
participate in through self-directed learning and self-reflection. The psycho-
educational facilitator assists the university lecturers to focus on solutions and 
enablers to change their destructive behaviour. The solutions and enablers increase 
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the university lecturers’ effectiveness that is helpful to them to promote their 
development. With their promoted development and increased effectiveness 
university lecturers deal with and control their experiences of aggression. University 
lecturers should deal with their experiences of aggression by acknowledging 
behaviour for what it is and why it may be happening. Additionally, they take 
responsibility for their behaviour and deliberately implement a plan to overcome or 
prevent the problem. University lecturers control their experiences of aggression by 
setting boundaries and applying social skills, self-control techniques also meaningful 
and purposive endeavours move from destructive to ‘constructive management’ of 
experienced aggression.  
 
3.4 CLASSIFICATION OF CONCEPTS 
 
The identified concepts of the model are classified according to the survey list of 
Dickoff, et al. (1968:422-435), in terms of the agent, the recipient, the context, the 
dynamics, the terminus, and the process. Dickoff, et al. (1968:434) explicate that the 
survey list underscores and describes the significant aspects of the model. Figure 3.3 
illustrates the schematic depiction of the classification of these concepts.  
 
• The agent is the person responsible for the initiation and facilitation of the process 
of commitment and interaction. The facilitator, as psycho-educator, is the agent 
who will facilitate the process and activities, and interacts with the university 
lecturers. The facilitator is knowledgeable about the phenomenon of aggression in 
the workplace. The agent assists and enables the university lecturers to deal with 
and control experienced aggression. The role of the agent, as facilitator, is to make 
the process easier for the recipients. To assist the recipients in gaining knowledge 
and skills through interactive activities, communication, participation, reflection and 
self-directed learning to increase their effectiveness. The facilitator also needs to 
be cognisant of recipients’ uniqueness and individuality, as well as the social, 
diverse and multicultural environments of the recipients.  
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Figure 3.1: Schematic depiction of the reasoning map  
AGENT 
Facilitator as psycho-educator 
RECIPIENT 
University lecturers 
CONTEXT 
University in South Africa  
(Diverse and Multifaceted) 
PROCESS 
• To ‘facilitate constructive management’ of experienced aggression: 
 Process where the psycho-educational facilitator makes it easier for university 
lecturers who experience aggression to address the problem 
 The psycho-educational facilitator assists university lecturers to increase their 
effectiveness that will be helpful to them to promote their development. With their 
promoted development and increased effectiveness University lecturers should deal 
with and control their experienced aggression 
• Facilitation in three phases: relationship phase, working phase, and termination phase. 
 
 
 
DYNAMICS 
• University lecturers experienced a variety of forms of aggression in the workplace on 
three identified levels of interaction, namely: from colleagues from above, from 
colleagues on a peer level, and from students from a level below. 
• The facilitator’s, as psycho-educator’s, motivation to assist and support university 
lecturers to manage their experienced aggression constructively through a facilitation 
process. 
 
TERMINUS/OUTCOME 
Constructive management of experienced aggression 
by university lecturers 
  
Interaction 
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• The recipient is the person(s) who will benefit from the engagement with the 
facilitator, as psycho-educator, and the facilitation process. The recipients in this 
study are university lecturers from a diverse and multifaceted university. The 
university lecturers worked at the university for at least three years, but not more 
than five years. The facilitation process will provide university lecturers with 
knowledge and skills that are helpful to them and that will promote their 
development. Successful implementation of the model will benefit and enable the 
university lecturers to manage experienced aggression constructively by dealing 
with and controlling the experienced aggression. 
 
• The context for this model is a university; specifically, a diverse and multifaceted 
university in South Africa. The university is the university lecturers’ workplace and 
reality where the difficulty of experienced aggression occurs. The facilitative 
interaction is in the university context as well as in a group context. 
 
• The process of this model in association to the central concept to ‘facilitate 
constructive management’ of experienced aggression by university lecturers is:  
 
 A process where the psycho-educational facilitator makes it easier for 
university lecturers who experience aggression to address the problem. 
 
 The psycho-educational facilitator assists university lecturers to increase their 
effectiveness that will be helpful to them to promote their development. With 
their promoted development and increased effectiveness University 
lecturers should deal with and control their experienced aggression. 
 
 The facilitation will be implemented in three phases, namely the: relationship 
phase, working phase, and termination phase. 
 
• The dynamics of this model is underscored by university lecturers’ experiences 
of aggression in their place of work. The dynamics of the psycho-educational 
model is further rooted in the findings that university lecturers experienced a 
variety of aggression on three levels of interaction, namely: from colleagues from 
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levels above, colleagues on a peer level, and students from levels below (Toerien, 
2014:64-101). University lecturers hide aggression in the word ‘frustration’. Some 
university lecturers use positive conflict management methods, but more often 
university lecturers resort to negative conflict management methods to cope. In 
addition, the dynamics are further rooted in the facilitator’s motivation to assist and 
support university lecturers to manage their experiences of aggression 
constructively through a facilitation process. The facilitator, as psycho-educator, 
originally initiates and navigates the process, but as the process progresses, 
university lecturers take responsibility to manage experienced aggression 
constructively. 
 
• The terminus, or outcome, is the result of the facilitation process and in this 
research the terminus is the constructive management of experienced aggression 
by enabled university lecturers.  
 
The model, as framework, could be implemented in practice for university lecturers to 
facilitate constructive management of experienced aggression.  
 
3.5 RELATIONSHIP STATEMENTS 
 
The relationship statements identified for this conceptual framework contribute to the 
understanding of the concepts in their entirety, instead of isolated individual 
descriptions. The facilitation of constructive management of experienced aggression 
by university lecturers’ relation statements are: 
 
• ‘Facilitation’ of ‘constructive’ management of experienced aggression is a process 
which the psycho-educational facilitator makes easier for university lecturers.  
 
• The psycho-educational facilitator assists university lecturers to increase their 
effectiveness to manage experiences of aggression. 
 
• University lecturers’ increased effectiveness is helpful to them and promotes 
their development. 
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• With their promoted development and increased effectiveness university 
lecturers should deal with and control their experiences of aggression 
 
3.6 SUMMARY 
 
This chapter defined and classified the essential attributes and related attributes of the 
identified central concept to ‘facilitate the constructive management’ of experienced 
aggression by university lecturers. The central concept for this study was defined 
through dictionary and subject literature definitions, and the description of a single 
model case. The essential attributes and concept classification outlined the conceptual 
framework that was applied to develop the psycho-educational model for university 
lecturers to facilitate constructive management of experienced aggression. In Chapter 
4 a visual presentation of the developed psycho-educational model is represented and 
described as a conceptual framework of reference to facilitate constructive 
management of experienced aggression by university lecturers. 
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CHAPTER 4 
A DESCRIPTION OF THE PSYCHO-EDUCATIONAL MODEL FOR 
UNIVERSITY LECTURERS TO FACILITATE THE CONSTRUCTIVE 
MANAGEMENT OF EXPERIENCED AGGRESSION 
 
4.1 INTRODUCTION 
 
Chapter 3 included the identification, definition and classification of the central and 
associated concepts, as well as the relationship statements that demarcated the 
development of the psycho-educational model for university lecturers to ‘facilitate the 
constructive management’ of experienced aggression (Chinn & Kramer, 2015:178-
181). A model case was constructed where university lecturers who have experienced 
aggression were assisted through facilitated interaction to constructively manage 
experienced aggression. The schematic depiction of the central and associated 
concepts, according to the survey list of Dickoff, et al. (1968:422-435) in Chapter 3, 
serves as a framework for Chapter 4. 
 
In this chapter, the psycho-educational model for university lecturers as a framework 
of reference to facilitate the constructive management of experienced aggression will 
be visually presented and described in depth. In short, a brief overview of the model 
will be followed by a visual presentation and description of the structure of the psycho-
educational model. As a conceptual framework, the model will be crucial to the 
implementation of the model, the activities for the implementation of the model in a 
workshop, and the concepts introduced to the participants. The implementation and 
evaluation of the model will determine the appropriateness of the form and function of 
the model (Dickoff, et al. 1968:429-430). An evaluation of the psycho-educational 
model by peer- and model expert reviewers contributed to the improvement of the form 
of the developed model. With reference to Dickoff, et al. (1968:429-430), the theory of 
this study is described and clarified through the form, implementation and evaluation 
of the model. Thus, the description of the psycho-educational model for university 
lecturers to facilitate the constructive management of experienced aggression is 
based on the logic of form and function. A visual presentation of the developed psycho-
educational model is provided in Figure 4.1. 
 106 
 
Figure 4.1: A visual presentation of the developed psycho-educational model 
for university lecturers to facilitate the constructive management 
of experienced aggression 
 107 
4.2 OVERVIEW OF THE PSYCHO-EDUCATIONAL MODEL 
 
The psycho-educational model for university lecturers to facilitate the constructive 
management of experienced aggression proposes an answer to the framed research 
question of this study: What can be done to support university lecturers to 
constructively manage experienced aggression?  
 
University lecturers are viewed holistically and the psycho-educational model depicts 
an interaction between the facilitator, as psycho-educator, and the university lecturers 
who experienced aggression in their environment. The model will be implemented 
within a university context. It is within this context that the facilitator and the university 
lecturers will participate in a workshop. The process of the facilitation of constructive 
management of experienced aggression by university lecturers will be implemented in 
three phases, namely the relationship phase, the working phase, and the termination 
phase. These three phases stem from the shared interaction and participation 
between the facilitator and the university lecturers who experienced aggression at a 
university, and forms an integral part of the facilitation process and outcome of the 
process. 
 
During the relationship phase, university lecturers will participate in the process of 
self-directed learning that is open, dynamic and interactive. The facilitator will assist 
the university lecturers and make it easier for university lecturers to participate by 
creating a safe space with an open learning climate.  
 
During the working phase, the facilitator will also assist the university lecturers in 
increasing their effectiveness in the constructive management of experienced 
aggression. The university lecturers’ effectiveness to constructively manage 
experienced aggression will be increased through knowledge, skills and activities that 
are helpful to them and that will promote their development on intra- and 
interpersonal levels. The helpful knowledge and skills that the university lecturers will 
discover and learn, and their promoted development, will enable them to deal with 
and control experienced aggression. 
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The termination phase of the model entails the evaluation of the university lecturers’ 
achievement to constructively manage experiences of aggression. University lecturers 
will evaluate and self-reflect on the knowledge and skills gained that promoted their 
development and increased effectiveness, as well as answer the question “How was 
the implementation of the model in the workshop for you?” The facilitator’s involvement 
will slowly decrease in the working phase to ensure that university lecturers achieve 
the constructive management of experienced aggression. 
 
The constructive management of experienced aggression can be achieved through 
facilitative interaction in the facilitation process. The university lecturers’ increased 
effectiveness will be helpful to promote their development to deal with and 
control the experienced aggression. An in-depth discussion of the structure and 
process of the developed model, based on Chinn and Kramer’s (2015:186-198) 
description guidelines and critical reflection of empirical theory, follows. 
 
4.3 STRUCTURE OF THE PSYCHO-EDUCATIONAL MODEL 
 
The structure of the psycho-educational model is described considering the following 
guidelines according to Chinn and Kramer (2015:186-198): 
 
• The purpose of the psycho-educational model. 
 
• The assumptions of the psycho-educational model. 
 
• The context of the psycho-educational model. 
 
• The conceptual definitions of the psycho-educational model. 
 
• The relationship statements of the psycho-educational model. 
 
• The structural description of the psycho-educational model – a comprehensive 
discussion. 
 
• The process of the psycho-educational model. 
 109 
4.3.1 Purpose of the psycho-educational model 
 
The purpose of this psycho-educational model was to serve as a conceptual 
framework of reference for university lecturers to ‘facilitate constructive management’ 
of experienced aggression. The purpose statement of the psycho-educational model 
in context, implies actions to be taken by both the university lecturers, as well as the 
psycho-educational facilitator, to promote development and increase the university 
lecturers’ effectiveness to manage experienced aggression constructively as a long-
term goal (Chinn & Kramer, 2015:188). 
 
4.3.2 The assumptions of the psycho-educational model 
 
• The assumptions of the psycho-educational model are grounded in the Theory of 
Health Promotion (University of Johannesburg, 2012:2-16). The primary 
assumption of this model is that: 
 
 The facilitation of constructive management of experienced aggression is a 
process which the psycho-educational facilitator makes easier for university 
lecturers. 
 
 The psycho-educational facilitator assists university lecturers to increase their 
effectiveness to manage experiences of aggression. University lecturers’ 
increased effectiveness is helpful to them and promotes their 
development. 
 
 With their promoted development and increased effectiveness university 
lecturers should deal with and control their experiences of aggression 
 
Further assumptions that derive from the primary assumption include: 
 
• In the facilitation process, university lecturers could discover and gain knowledge 
and skills through self-directed learning to increase their effectiveness to 
manage experiences of aggression constructively. 
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• The facilitator aims to assist university lecturers in identifying and understanding 
experiences of aggression in the university context and to discover and gain 
knowledge and skills that are helpful to them in dealing with experienced 
aggression more constructively. This specific aim promotes the development of 
university lecturers and increases their effectiveness to manage experienced 
aggression. 
 
• University lecturers should willingly, actively and interactively participate in the 
facilitative interaction. 
 
• The facilitation of constructive management of experienced aggression will 
contribute to university lecturers’ personal and professional development.  
 
• The facilitation of constructive management of experienced aggression will 
contribute to university lecturers’ improved intrapersonal and interpersonal 
relationships. 
 
• The facilitation of constructive management of experienced aggression will 
contribute to university lecturers’ improved communication and aggression 
manage strategies. 
 
• The facilitation of constructive management of experienced aggression may 
indirectly contribute to improved mental health for university lecturers. 
 
4.3.3 Context of the psycho-educational model 
 
The context of the model is a university; a diverse and multifaceted university where 
the university lecturers work and experience aggression. 
 
4.3.4 Conceptual definitions of the psycho-educational model 
 
Chinn and Kramer (2015:190) affirm the identification of important concepts to guide 
the development and structure, as well as the understanding, of a theory. The central 
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concept in this study was identified from the researcher’s Master’s dissertation 
(Toerien, 2014): to ‘facilitate constructive management’ of experienced aggression. 
The central concept was already defined and classified by essential attributes, related 
attributes and relationship statements in Chapter 3. In the following section, the central 
concept, as well as essential and related concepts of this psycho-educational model, 
will again be presented. 
 
4.3.4.1 Definition of the central concept: ‘facilitate constructive management’ 
 
The central concept of this study can be defined as a process which the facilitator 
makes easier for the university lecturers. The facilitator assists the university 
lecturers to increase their effectiveness to manage experiences of aggression 
constructively. University lecturers’ increased effectiveness is helpful to them and 
promotes their development. With their promoted development and increased 
effectiveness, university lecturers should deal with and control their experiences of 
aggression 
 
4.3.4.2 Description of the essential and related attributes of the central concept 
 
The essential and related attributes of the model that led to the ‘facilitation of 
constructive management’ of experienced aggression by university lecturers are 
described next: 
 
a) Facilitate: ‘Facilitate’ in this model is defined as a process that the facilitator makes 
easier for the university lecturers. The facilitator assists the university lecturers to 
increase their effectiveness to manage experiences of aggression constructively. 
 
The related attributes of the essential attributes of ‘facilitate’ can be defined as follows:  
 
i. Process: - participatory 
 - self-directed learning 
- open, dynamic and interactive  
 
ii. Make easier: - creating a safe space to participate 
 112 
 - open learning climate 
 
iii. Assist: - simplify matters, actions or practice 
- helps to bring about outcome 
- find the answer to a problem, by discussing things and    
suggesting ways of doing things 
 
iv. Increase effectiveness: - collaborate and achieve interaction 
 
b) Constructive: ‘Constructive’ in this model is defined as being helpful to university 
lecturers, and to promote the development of university lecturers who experience 
aggression. 
 
The related attributes of the essential attributes of ‘constructive’ can be defined as 
follows: 
 
i. Helpful: - solution focussed 
- enablers to change destructive behaviour  
 
ii. Promote development: - improves behaviour or performance 
- build up positively and creatively 
 
c) Management: ‘Management’ defined in this model implies that university lecturers 
should deal with and control their experiences of aggression  
 
The related attributes of the essential attributes of ‘management’ can be defined as 
follows: 
 
i. Deal with: - acknowledge the behaviour for what it is, and why it may be happening 
- take responsibility 
- deliberate implementation of a plan to overcome or prevent problems 
 
ii. Control: - setting boundaries 
- social skills and self-control techniques 
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- meaningful and purposive endeavours 
- succeed in accomplishing 
 
4.3.5 The relationship statements of the psycho-educational model 
 
The relationship statements for the conceptual framework, the facilitation of 
constructive management of experienced aggression by university lecturers, 
contributes to the understanding of the concepts in their entirety instead of isolated 
individual descriptions. 
 
The relation statements for the facilitation of constructive management of experienced 
aggression by university lecturers are: 
 
• Facilitation of constructive management of experienced aggression is a process 
which the psycho-educational facilitator makes easier for university lecturers.  
 
• The psycho-educational facilitator assists university lecturers to increase their 
effectiveness to manage experiences of aggression. 
 
• University lecturers’ increased effectiveness is helpful to them and promotes 
their development. 
 
• With university lecturers’ promoted development and increased effectiveness 
they should deal with and control their experiences of aggression. 
 
4.3.6 Structure of the psycho-educational model – a comprehensive 
description 
 
The structure of the psycho-educational model reflects the definition of the central 
concept, the relationship of the concepts, as well as the description of the structural 
form. The different colours and shapes of the visual presentation (Figure 4.1) of the 
psycho-educational model have specific meaning, and the description of the shapes 
and colours will clarity the model’s different elements and concepts and illustrate how 
they interrelate. Each segment of the model is associated with a specific colour and 
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the meaning attributed to that colour, which is referred to throughout the 
comprehensive description of the visual presentation of the structure of the psycho-
educational model (Color psychology, 2010:n.p.; Kolenda, 2016:27; Cerrato, 2012:4-
23).  
 
The description of the psycho-educational model starts from the bottom up. Despite 
the fact that the model is divided into separate segments and that these segments are 
described independently, it is important to remember that all segments form an 
essential and integrated part of the psycho-educational model’s structure as a whole. 
The psycho-educational model is valid for university lecturers who experienced 
aggression.  
 
The following segments construct the structure of the psycho-educational model: 
 
• The rounded rectangle with shades of grey changing into shades of orange 
represents the context of the psycho-educational model.  
 
• The red, three-dimensional up-arrow callout represents the basis of the psycho-
educational model. 
 
• The blue figurine represents the facilitator as psycho-educator (agent) and the blue 
arrow that is wide with a curve to a narrow exit point represents the facilitator’s 
involvement in the facilitation process.  
 
• The turquoise figurine represents the university lecturer (recipient) and the 
turquoise narrow arrow with a curve to a wide exit point represents the university 
lecturer’s engagement in the facilitation process. 
 
• The downward, red dotted arrow exiting from the recipient arrow represents the 
possibility of additional need for facilitation by the recipient. 
 
• The yellow upward arrow that gradually widens to the top represents the facilitation 
process and reflects the university lecturer’s development and growth throughout 
the process. 
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• The upward green spiral represents the three phases of the facilitation process, 
namely (1) the relationship phase, (2) the working phase, and (3) the termination 
phase as an integral and integrated part of the process. The spiral also represents 
the recipient’s journey, development and growth during the process. The agent and 
the recipient actively participate in the three phases to achieve a successful 
outcome. In the relationship phase, represented by a darker green spiral segment, 
trust is built and an understanding of the problem and shared objectives are 
established. In the working phase, represented by a slightly lighter green spiral 
segment, increased effectiveness of the recipient is achieved through self-directed 
learning that is helpful and promotes the development of the recipient to 
constructively manage experienced aggression. In the termination phase, 
represented with an even lighter green spiral segment, retrospective and 
summative reflection, self-reflection and evaluation of the implementation of the 
model in the workshop takes place.  
 
• The lightest green spiral segment represents the exit point of the facilitation 
phases. The arrow ends with a dotted arrow point into the final outcome of the 
facilitation process that is represented by the colour white at the top of the yellow 
arrow. The final outcome of the psycho-educational model is the ‘constructive 
management’ of experienced aggression by the participants. 
 
A comprehensive account of the aforementioned segments of the psycho-educational 
model now follows. 
 
4.3.6.1 Context of the model 
 
The structure and all concepts of the psycho-educational model are framed in a 
rounded rectangle to display the relevant context of the model and where it will be 
implemented (Figure 4.2). The context of the model is a culturally diverse and 
multifaceted university in SA where the university lecturers work and experience 
aggression. The university environment is also the context in which facilitation will take 
place. The university is where the facilitator and the university lecturers interact and 
participate in the facilitation process.  
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The most distinctive characteristic of the context of this model is that the university 
lecturers who experienced aggression and the facilitator as psycho-educator 
interactively participate in the facilitation process. The facilitation process also occurs 
in a group interaction context. 
 
The visual presentation of the context starts at the bottom with darker grey flowing into 
lighter shades of grey. The colour grey in this context is associated with the aggressive 
work environment that university lecturers experience, and their lack of confidence 
(Color psychology, 2010:n.p.; Kolenda, 2016:27). The colour grey further reflects the 
negative coping strategies and interaction skills the university lecturers displayed in 
the findings of the researcher’s Master’s study (Toerien, 2014). The grey area also 
portrays university lecturers’ possible reluctance to enter into facilitation because of 
trust issues and the fact that they believe they experience frustration, rather than 
aggression, in the university context. The perception of aggression as frustration by 
university lecturers creates a grey area that calls for exploration and facilitation.  
 
The dark grey gradually changes to lighter shades of grey as the university lecturers 
enter into the facilitation process. Moving further into the process, the lighter shade 
of grey becomes light orange and then the orange gradually becomes brighter and 
ends in bright orange. These colour changes represent the university lecturers’ work 
environment and individual reality that progressively becomes more positive and 
conducive to them as the nature of their constructive management of aggression 
improves and their effectiveness to address the experienced aggression increases. 
 
Orange, in this study, is associated with encouragement, determination, and success 
(Color psychology, 2010:n.p.; Kolenda, 2016:27; Cerrato, 2012:6). The university 
lecturers achieve personal development through self-directed learning of knowledge 
and skills to deal with and control their experiences of aggression, until they are 
enabled to manage their experiences of aggression constructively in practice. The 
increased effectiveness to manage experienced aggression can then also improve 
university lecturers’ interpersonal interaction and communication in their work 
environment. 
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Figure 4.2: Context of the model 
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4.3.6.2  The basis of the model 
 
When the facilitator and the university lecturers who experienced aggression at the 
university enter into facilitation, they willingly enter into the process. This entry into 
the facilitation process occurs at the basis of the model. The red, three-dimensional 
up-arrow callout constructs the basis of the model (Figure 4.3). It represents the 
phenomenon of experienced aggression by university lecturers, as well as the 
invitation for participation in the facilitation process. The basis forms the foundation 
of the interactive participation of both the facilitator, as psycho-educator, and the 
university lecturers moving forward into the process.  
 
 
Figure 4.3: Basis of the model 
 
Red is an emotionally intense colour and in this study has two associations, namely 
(1) red-negative and (2) red-positive. The latter is associated with courage and action 
(Color psychology, 2010:n.p.; Kolenda, 2016:27; Cerrato, 2012:4). 
 
The dark red section at the bottom front of the illustration negatively depicts the 
phenomenon of experienced aggression by university lecturers, the negative influence 
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it has on them and their personal and work performance, as well as the negative 
coping strategies they often apply. 
 
The lighter shade of red at the top of the illustration positively reflects the university 
lecturers’ courage to willingly enter and actively participate in the facilitation process 
to learn to manage their experiences of aggression constructively. The lighter shade 
of red can also be associated with the fact that university lecturers have to take action 
if they want to (1) address the phenomenon of experienced aggression and (2) 
manage experienced aggression constructively. 
 
Equally important of the lighter red section (red-positive), is that it represents the 
energy and determination that the facilitator and university lecturers have to 
collaborate and address the phenomenon. The interaction between the facilitator, as 
psycho-educator, university lecturers, and the facilitation process have to be open, 
dynamic and actively involved. The top end of the small interaction and entry arrow is 
a dotted line to indicate that the initial interaction between the facilitator and the 
university lecturers moves seamlessly into the facilitation process, which is an ongoing 
process.  
 
4.3.6.3 The participants 
 
Within the context of this model, the participants are the agent, or psycho-educational 
facilitator, and the recipient, or the university lecturer, who experienced aggression. 
The participants are illustrated by a blue and turquoise figure. The blue and turquoise 
figures respectively represent the agent and the recipient (Figure 4.4). It is significant 
that both the facilitator, as agent, and the university lecturers, as recipients, participate 
in the facilitation process willingly and are actively involved. Both the agent and the 
recipient are receptive to growth and development during the facilitation process. 
 
The facilitator is depicted in blue as a trusted, knowledgeable and skilled professional 
(Color psychology, 2010:n.p.; Kolenda, 2016:27; Cerrato, 2012:11). The facilitator 
invites the university lecturers who experienced aggression to the facilitation process 
and assists them during the facilitation process to make it easier for them to participate 
in open and self-directed learning. 
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Figure 4.4: Agent and recipient 
 
The university lecturers, depicted in turquoise, experienced aggression at the 
university and acknowledge the need for assistance to manage the experienced 
aggression constructively. The colour turquoise is associated with clarity of thought 
and communication. It inspires self-expression and symbolises university lecturers’ 
willingness to grow and develop when they accept the invitation and the assistance 
offered (Color psychology, 2010:n.p.; Kolenda, 2016:27; Cerrato, 2012:10). Interactive 
and collaborative participation of both the facilitator and the university lecturers are 
critical for their success going forward.  
 
4.3.6.4 The facilitation process and outcome of the process 
 
The aim of this model is to ‘facilitate constructive management’ of experienced 
aggression by university lecturers. To achieve the aim, both the facilitator and the 
university lecturers enter the process willingly and thus agree to participate 
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interactively in the process. It is important to understand that the facilitation process, 
the three phases of the facilitation process, and the outcome of the model each form 
an important contribution to the understanding of the model. The yellow upward arrow 
(Figure 4.5) represents the facilitation process. In this model ‘to facilitate’ is defined 
as a process that the facilitator makes easier for the university lecturers. The 
facilitator assists the university lecturers to increase their effectiveness to manage 
experiences of aggression constructively.  
 
The yellow upwards arrow is associated with the energy, mind, intellect and optimism 
involved throughout the process (Color psychology, 2010:n.p.; Kolenda, 2016:27; 
Cerrato, 2012:7) . The yellow facilitation process arrow starts at the bottom in a darker 
yellow that gradually becomes brighter, and ultimately ends at the top of the arrow in 
white. The darker shade of yellow reflects university lecturers’ possible uncertainty 
and lack of knowledge and skills concerning the process and phenomenon of 
experienced aggression. The brighter yellow illustrates the increased effectiveness of 
university lecturers as a result of the facilitation. The bright yellow depicts that the 
university lecturers achieved interaction, discovered and developed their own 
solutions, and accomplished their goals.  
 
The top end of the arrow ending in white represents the outcome of the facilitation 
process. The colour white is associated with completion and new beginnings (Color 
psychology, 2010:n.p.; Kolenda, 2016:27; Cerrato, 2012:14). The outcome of the 
facilitation process is the ‘constructive management’ of experienced aggression by 
university lecturers. The yellow arrow also gradually becomes wider to the top; this 
illustrates that the process brings about personal development and growth among the 
university lecturers. The top end of the yellow arrow ends with a dotted line to illustrate 
that the process of personal development and growth is ongoing throughout life and 
does not end after the facilitation process. 
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Figure 4.5: Facilitation process 
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4.3.6.5 The three phases of the facilitation process  
 
 
Figure 4.6: Facilitation phases of the facilitation process of the model 
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The green upward spiral (Figure 4.6) represents the three phases of the facilitation 
process. In nature, plants that are in shadows and further from sunlight are darker 
than plants closer to sunlight. The colour green is also an emotionally positive colour 
and associated with growth, renewal, balance and harmony (Color psychology, 
2010:n.p.; Kolenda, 2016:27; Cerrato, 2012:10). Hence, the researcher’s use of green 
and an upward spiral for this model to demonstrate the development and growth of 
the university lecturers. The green upward spiral winds tightly around the yellow 
upward facilitation process arrow to illustrate that the arrow and spiral form integrated 
parts of the whole process and cannot function in isolation from one another in this 
model.  
 
The darkest green section of the spiral, moving upwards from the open-ended red 
interaction arrow, is indicative of the progress from the initial interaction between the 
psycho-educational facilitator and the university lecturers to the first phase (the 
relationship phase) of the model. This progression constructs the first step towards 
the facilitation process and possible promoted development and growth of the 
participants. The dark green section that is slightly lighter than the darkest green 
section of the spiral, at the bottom of the yellow upward facilitation process arrow, 
represents the relationship phase. In the relationship phase, the psycho-educational 
facilitator builds a trust relationship with the participants and makes it easier for them 
to participate by creating a safe space with an open learning climate.  
 
The broader and slightly lighter shade of dark green of the spiral represents the 
working phase. In the working phase, the psycho-educational facilitator assists the 
participants by simplifying matters, actions or practice to promote development, 
understanding, knowledge and skills. The psycho-educational facilitator also assists 
the participants in bringing about the outcome of the model, through increased 
effectiveness, that is helpful to promote university lecturers’ development, namely, 
to ‘constructively manage’ experiences of aggression. Consequently, in the working 
phase, university lecturers discover knowledge, solutions and skills to the experienced 
aggression that are helpful and will promote their development. The university 
lecturers also take responsibility to deal with and control their experienced 
aggression.  
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The even lighter shade of green in the spiral represents the termination phase of the 
facilitation process where participants reflect and assess their increased 
effectiveness and readiness to implement the model in their places of work. The 
termination phase culminates into the lightest green segment of the spiral. This is 
indicative of the university lecturers’ readiness to exit the facilitation phases and 
process and to move into the outcome of the model, namely the ‘constructive 
management’ of experienced aggression. This outcome can be achieved because of 
university lecturers increased effectiveness that is helpful to promote their 
development to deal with and control experienced aggression. 
 
A spiral was used for the three facilitation phases in this model to illustrate that the 
facilitation phases are not detached from one another but are interconnected and flow 
into each other throughout the facilitation process. The spiral allows flexibility and ease 
of movement back and forth between the phases of the model, depending on the 
participants’ needs. This need for additional facilitative assistance and support might 
be within the facilitation process and also after the facilitation process since the 
constructive management of experiences of aggression is a life-long goal and life-long 
journey in the workplace. 
 
4.3.6.6 The facilitator’s involvement in the process 
 
The blue upward arrow represents the facilitator’s involvement in the facilitation 
process of the model (Figure 4.7). The colour blue is associated with trust, integrity 
and knowledge (Color psychology, 2010:n.p.; Kolenda, 2016:27; Cerrato, 2012:11). 
The bottom of the arrow is wider and gradually narrows towards the top of the arrow. 
This gradual narrowing of the arrow illustrates that the facilitator’s initial involvement 
and assistance at the start of the process become less throughout the process to 
allow for university lecturers’ own discovery, problem solving and self-directed 
learning.  
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Figure 4.7: Facilitator’s involvement 
 
The top of the arrow ends in a dotted line to illustrate that the facilitator exits the 
process when university lecturers achieve increased effectiveness and a successful 
outcome to manage experienced aggression constructively. 
 
4.3.6.7  The university lecturers’ engagement in the facilitation process and 
possible need for additional facilitation 
 
The turquoise upward arrow represents the university lecturers’ engagement in the 
facilitation process of the model (Figure 4.8).  
 
 127 
 
Figure 4.8: University lecturers’ engagement  
 
The colour turquoise in this study is associated with balance, communication and self-
confidence (Color psychology, 2010:n.p.; Kolenda, 2016:27; Cerrato, 2012:10). The 
bottom of the arrow is narrower and darker than the top of the arrow to illustrate that 
the university lecturers become more actively engaged in the facilitation process and 
problem solving as their effectiveness increase and they develop and grow throughout 
the process. The top end of the turquoise arrow does not show an exit point away 
from the facilitation process and ends in the upward yellow arrow because personal 
development does not stop after the facilitation process, but is an ongoing process 
throughout life.  
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The red downward dotted line arrow exiting from the turquoise arrow represents the 
possibility that lecturers may, at any point of the facilitation process and in the future, 
need additional facilitation to manage experienced aggression constructively. This 
possible need for additional facilitation by university lecturers is accommodated by the 
flexibility of the three phases of the green spiral as discussed. The opportunity for 
possible additional facilitation is an important aspect of the model due to university 
lecturers’ uniqueness and individuality that has to be respected throughout the 
process. An in-depth description of the facilitation process of the model follows. 
 
4.3.7 Description of the facilitation process of the model 
 
The process of a model refers to the route, phases or overall patterns to the 
accomplishment of the goal (Dickoff, et al. 1968). Thus, the process to facilitate the 
constructive management of experienced aggression is directed by university 
lecturers’ experiences of varied types of aggression on different levels of interaction. 
Since the basis of the model is rooted in the university lecturers’ reality of experienced 
aggression in the workplace, it is vital that constructive management of experienced 
aggression is continuously underlying the process. If university lecturers do not 
address and handle experiences of aggression appropriately and positively, it may 
negatively influence their personal – and possibly professional – effectiveness and 
development. In addition, if destructive management of experienced aggression 
remains unresolved it can also lead to negative intrapersonal and interpersonal 
relationships and affect. 
 
The process makes allowance for group interaction and problem solving. Yalom (in 
Prins, 2015:95) describes the process in practice, as a non-judgemental psychological 
space where a creative and collaborative group experience is created that contributes 
positively to the interaction of the group. This psycho-educational model will be 
implemented in three phases, namely the relationship phase, the working phase, and 
the termination phase. These three phases stem from the shared interaction and 
participation between the psycho-educational facilitator, and the university lecturers 
who experienced aggression at a university, and forms an integral part of the 
facilitation process and outcome of the process. The three phases will allow for 
individual development within a group dynamic. The process will leave scope for 
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progress divergence to allow for potential regression between the three phases and 
the possible need for additional facilitative assistance during the process because of 
university lecturers’ uniqueness and individuality.  
 
Throughout the facilitation process, university lecturers are assisted by the facilitator 
to discover knowledge, skills and solutions that are helpful to them and that promote 
their development to deal with and control the experienced aggression. The 
process of the psycho-educational model has to be open, dynamic and interactive 
throughout to allow for self-directed discovery and learning. Promoted development, 
growth, dealing with and controlling experienced aggression is unique to every 
person and an ongoing and life-long process.  
 
Before engaging in the process, the facilitator has to reach out to and invite the 
university lecturers to a facilitative interaction that will be dynamic, open and 
participatory. University lecturers enter the process willingly because they want to 
achieve ‘constructive management’ of experienced aggression. The facilitator 
manages the process to make it easier for the university lecturers to engage and 
assists the university lecturers to increase their effectiveness during the process to 
promote their development. 
 
The three phases of the process follow. 
 
4.3.7.1 Phase I – Relationship phase 
 
In the first phase, the facilitator and the university lecturers build a relationship and 
trust. Agreements on maintaining confidentiality also occur in the relationship phase. 
The facilitator must stay cognisant that all university lecturers are unique individuals 
with their own realities, values and beliefs when entering the relationship phase, and 
throughout the whole facilitation process. With this uniqueness and individuality of 
university lecturers in mind, the facilitator will make it easier for them by creating a 
safe space where the university lecturers can participate and engage in a learning 
climate that is open, dynamic and interactive. In the relationship phase, the facilitator 
will welcome university lecturers and facilitate a fitting introduction activity to make 
them more at ease and comfortable within the facilitation process. 
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The experience of aggression on any level is very personal, intense and emotional; 
therefore, the facilitator has to build a relationship and trust with and among the 
university lecturers and make it easier for them to participate, communicate and 
discover solutions to solve the problem through self-directed learning. Hence, the 
facilitator will explain the findings of her Master’s dissertation, her reasons for sampling 
junior faculty members who have been at the university for three years (but not more 
than five years), and the expressed need by university lecturers for assistance in 
managing the experiences of aggression more constructively. The facilitator will use 
images to define the phenomenon of experienced aggression and assist the university 
lecturers in identifying and describing the phenomenon in their own place of work and 
specific scenarios. With this activity, the facilitator, as psycho-educator, will set the 
stage with three choices the university lecturers can make in how to handle 
experienced aggression. These activities and choices will be discussed in detail in 
Chapter 5. Human beings experience and handle experienced aggression differently 
and it is thus important for the university lecturers, with the assistance of the facilitator, 
to set shared objectives for the process and the outcome of the process before 
progressing into the working phase of the process. 
 
4.3.7.2 Phase II - Working phase 
 
After setting the stage in the relationship phase, the facilitation process of the psycho-
educational model moves into the working phase. In the working phase, the facilitator 
will facilitate the university lecturers’ constructive management of experienced 
aggression. The facilitator will assist the university lecturers to increase their 
effectiveness to manage experiences of aggression constructively. The facilitator will 
implement activities conducive to discovery – and self-directed learning. To promote 
the development of the university lecturers to manage experienced aggression more 
constructively, they will be encouraged to find answers to the problem of destructive 
management of experienced aggression by discussing skills and tools, and suggesting 
new ways of managing aggression to achieve their goal. University lecturers will only 
reach increased effectiveness when they achieve interaction within the process, 
and if they discover and develop their own solutions to achieve the shared objectives 
and purpose of the process. In light of the aforementioned, university lecturers will 
discover behaviour, knowledge and skills that are helpful to them, and promote their 
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development by building them up positively and creatively. As a result, it will improve 
their behaviour or work performance. 
 
Another significant factor in the working phase is that the university lecturers’ 
promoted development will lead them to deal with and control the experienced 
aggression. In dealing with the experienced aggression, university lecturers should 
acknowledge the behaviour for what it is, and why it may be happening and then take 
responsibility for their own behaviour. They should also take action to alter their 
behaviour and should deliberately implement a plan to overcome or prevent problems 
with experienced aggression. If the university lecturers deal with experiences of 
aggression they will be enabled to control the experienced aggression by setting 
boundaries, successfully accomplishing social skills and self-control techniques, as 
well as the implementation of meaningful and purposive endeavours to control the 
experienced aggression.  
 
Specific helpful activities will be implemented in the process to enable university 
lecturers to increase their effectiveness and to promote their development. 
Activities that will be helpful and that will promote their development will include:  
 
• The discovery and development of intrapersonal skills. 
 
• The discovery and development of interpersonal skills. 
 
• Communication and aggression management skills. 
 
These activities will be helpful and contribute to university lecturers’ ability to deal 
with and control experienced aggression. To move forward to the termination phase, 
the facilitator has to respect the uniqueness and individuality of the university lecturers 
by ensuring that the shared objectives of the process have been achieved by all 
participating university lecturers. Given the personal, intense and emotional 
implication of experienced aggression, it is important to acknowledge that some of the 
university lecturers may, in the future, need additional facilitation. 
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4.3.7.3 Phase III – Termination phase 
 
The third phase is the final phase of the process and confirms the end of the psycho-
educational and facilitation relationship. The progress into the closure of the 
relationship is gradual to assess university lecturers’ readiness for exit and their 
implementation of the model in their place of work (Jacobs, 2013:207). In this phase, 
the facilitator’s involvement is minimal. As a result, the university lecturers will engage 
in introspective, retrospective, self-reflective and summative reflection of the 
facilitation process, and their increased effectiveness and promoted development 
to ‘manage’ their experiences of aggression ‘constructively’ as a life-long process and 
voyage. The model also allows for university lecturers’ need for further facilitation of 
constructive management of experienced aggression on their life-long work journey. 
 
The outcome of the three phases is the ‘constructive management’ of experienced 
aggression by university lecturers through their increased effectiveness and 
promoted development to manage experiences of aggression constructively. 
 
4.4 EVALUATION OF DEVELOPED MODEL  
 
The model was evaluated by implementing the criteria for critical reflection (Chinn & 
Kramer, 2015:199-208). The model was presented to a panel of peer and expert model 
evaluators from the Faculty of Education and the Faculty of Health Sciences at a 
university in South Africa. After the presentation of the model, the panel members 
completed their written evaluation, followed by an in-depth and critical discussion of 
the developed model.  
 
4.4.1 Demographics of participants on panel of experts 
 
The panel comprised six experts; four with PhDs and two professors who have 
supervised well over 100 PhD candidates. The panel further included two doctoral 
candidates in the final stage of model development. The panel also represented the 
cultural diversity of the university and country. See table 4.1 for the participants’ 
demographics 
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Table 4.1: Demographics of participants on panel of experts 
Participant 
number 
Academic 
position 
Qualification and 
Experience 
Gender 
1 Professor 
PhD in Education 
Completed more 
than 100 PhD 
candidates 
Male 
2 Professor 
PhD in Nursing 
Completed more 
than 100 PhD 
candidates 
Female 
3 Senior lecturer 
PhD Nursing 
Completed more 
than 15 PhD 
candidates 
Female 
4 Senior lecturer 
PhD Nursing 
Completed 5 PhD 
candidates 
Female 
5 Lecturer 
PhD Nursing 
Completed 2 PhD 
candidates 
Female 
6 Lect urer 
PhD Nursing 
Supervising 4 PhD 
candidates 
Female 
7 
PhD Education 
candidate 
Developed model 
in thesis 
Female 
8 
PhD Education 
candidate 
Developed model 
in thesis 
Female 
 
4.4.2 Evaluation process 
 
The evaluation of, and critical reflection on, the psycho-educational model for 
university lecturers to facilitate constructive management of experienced aggression 
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is based on Chinn and Kramer’s (2015:199-209) criteria. This includes the clarity, 
simplicity, generality, accessibility and importance of the model.  
 
4.4.2.1 Clarity of the model 
 
Chinn and Kramer (2015:200-201) posit clarity to refer to the clear and coherent 
understanding of the conceptualisation and consistency of the theory’s meaning and 
structure. The members of the panel concluded that the model was clear, and some 
suggestions were made to increase clarity. 
 
Participants stated: 
 
“Clear” (Participant 2) 
 
“Model is clear” (Participant 4) 
 
Specific reference was made to extra content to be added to the model. 
 
“add extra content to the graphic model – all essential criteria need to be pulled 
into the model” (Participant 1) 
 
4.4.2.2 Simplicity of the model 
 
The criterion of simplicity focussed on the number of structural elements within each 
descriptive category of the model and the relationship within the theory. Panel 
members described the model to be simple and the relationships to be 
understandable. 
 
These are some of the direct quotations: 
 
“Quite simple, easy to follow” (Participant 2) 
 
“Model is simple. Processes are clear in terms of inter-activeness” (Participant 
6) 
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The function of the model will be evaluated after the model has been implemented in 
a workshop, and monthly (for three months) during the implementation of the model 
in practice by university lecturers. These evaluations will be followed by a final focus 
group to conclude the evaluation of the implementation process of the model. 
 
4.4.2.3 Generality of the model 
 
Chinn and Kramer (2015:205) refer to the applicability of scope and purpose to other 
situations as the generality of a theory. The scope of the research was within a specific 
identified context. The specific identified context of the study was a diverse and 
multicultural South African university. The panel of model development experts noted 
that the model for the facilitation of constructive management of experienced 
aggression could also be valuable and applicable to a wider workplace and human 
resources context than the university context. This aspect was reiterated after a 
presentation of the psycho-educational model at an international health conference 
hosted in South Africa in March 2018. 
 
Comments included: 
 
“The model is applicable” (Participant 3) 
 
“Applicable in similar contexts in tertiary education” (Participant 2) 
 
4.4.2.4 Accessibility of the model 
 
The accessibility of the model refers to the empirical understanding of the identified 
and clarified concepts of the theory, and to what extent the purpose of the theory is 
achieved (Chinn & Kramer, 2015:205-206). 
 
These are some of the comments that were made: 
 
“Can be applied in other HR management processes”. (Participant 4) 
 
“Can be applied to other groups of people as well”. (Participant 5) 
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4.4.2.5 Importance of the model 
 
The panel of model evaluators described the model as important. They said: 
 
“Very important” (Participant 2) 
 
 “Important – Yes” (Participant 4) 
 
It is evident from the panel of experts and peer reviewers’ evaluation that the model 
complies with Chinn and Kramer’s (2015:199-208) criteria in that the model is clear, 
simple, general, accessible and important. Thus, the purpose of this study to develop 
a psycho-educational model for university lecturers to facilitate constructive 
management of experienced aggression, was confirmed by the peer and expert review 
panellists’ evaluation of the model. 
 
4.5 IMPLEMENTATION OF THE MODEL IN PRACTICE  
 
Dickoff, et al. (1968:131-135) put forward the importance of theory description and 
clarification within operationalisation, implementation and evaluation. Thus, the 
researcher will implement the psycho-educational model for university lecturers to 
facilitate constructive management of experienced aggression in a half-day workshop 
on a day and time that suits all voluntary participating and consenting university 
lecturers. According to Dickoff, et al. (1968:429-430), the purpose and formulation of 
a theory determine the evaluation of the theory. Essentially, it means that the form and 
function of a theory have to complement one another. Hence, the design and specific 
activities of the workshop will be guided by the psycho-educational model as a 
conceptual framework of reference for university lecturers to facilitate the constructive 
management of experienced aggression. After the workshop, the university lecturers 
will implement the model in practice at their places of work in the university for three 
months.  
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4.6 CONCLUSION 
 
In this chapter, the researcher described the psycho-educational model as a 
framework of reference to facilitate constructive management of experienced 
aggression by university lecturers. The researcher first gave a brief overview of the 
model. She then described the purpose, assumptions, context, definitions of the 
concepts, relationship statements, structure and facilitation process of the psycho-
educational model. Subsequently, a brief discussion of the implementation of the 
model in practice followed. In conclusion, the evaluation of the psycho-educational 
model by peer- and model review experts, was reported based on the criteria of critical 
reflection. 
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CHAPTER 5 
IMPLEMENTATION AND EVALUATION OF THE PSYCHO-
EDUCATIONAL MODEL FOR UNIVERSITY LECTURERS TO 
FACILITATE CONSTRUCTIVE MANAGEMENT OF EXPERIENCED 
AGGRESSION 
 
5.1 INTRODUCTION 
 
Chapter 4 answered Chinn and Kramer’s question (2015:186-208), “What is this and 
how does it work?” as part of this study’s psycho-educational model development. 
Therefore, in Chapter 4 the psycho-educational model for university lecturers to 
facilitate the constructive management of experienced aggression was described in 
detail.  
 
This chapter will focus on discussing and describing the implementation and 
evaluation of the psycho-educational model for university lecturers to facilitate 
constructive management of experienced aggression. The three phases of the model 
were applied throughout the implementation of the workshop. The three phases (the 
relationship phase, the working phase and the termination phase) will allow for 
individual development within a group dynamic.  
 
5.2 IMPLEMENTATION AND EVALUATION OF THE MODEL  
 
The implementation and evaluation of the model were conducted in two stages. Stage 
One was the implementation and evaluation of the psycho-educational model in a half-
day workshop. Stage Two was when the university lecturers implemented the model 
in practice in their workplace for three months, and the evaluation consisted of journal 
entries. In conclusion of the model’s implementation, a focus group interview and 
evaluation with the same participants from the workshop was done. The 
implementation of the model in a workshop established a single case study. The main 
objective of the workshop was to implement the psycho-educational model and for 
participating university lecturers to evaluate the model’s implementation.  
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5.2.1 Stage One: Implementation and evaluation of the model in a workshop  
 
The workshop’s preparation and the implementation of the model are described next. 
 
5.2.1.1 Preparation to implement the psycho-educational model in a workshop 
 
The model was implemented at the university where the participants worked. The 
workshop consisted of a single, half-day programme designed to introduce the 
psycho-educational model and to facilitate the process of constructive management 
of experienced aggression. This was facilitated through discovery and self-directed 
learning, active participation, as well as dynamic and collaborative interaction by 
university lecturers. During the workshop, the researcher, as facilitator and psycho-
educator, made it easier for the university lecturers to participate and increase their 
effectiveness to manage experienced aggression constructively. Attention to scientific 
rigour and detail guided the preparation for the workshop. 
 
To prepare for the successful implementation and evaluation of the model as a single 
case study in a workshop, the facilitator complied with the university’s research 
policies and procedures. She also respected and adhered to scientific principles, 
practices and ethical measures to ensure the rigour of this qualitative study (See 
Chapter 2).  
 
A group of participants working at the same university in the same academic college 
was included in the workshop based on purposive sampling. Grounded in the 
researcher’s Master’s dissertation findings, the facilitator targeted potential university 
lecturers for the workshop based on particular sample criteria for the purpose of rich 
data collection.  
 
a) Population and sample 
 
The purposive sample criteria for the workshop in this study included university 
lecturers who were academic faculty members within the specific university in South 
Africa. The participants must have worked within this faculty for at least three years, 
but not more than five years. Twenty-eight potential participants were identified for the 
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workshop from the data presented to the researcher by the specific academic division. 
Voluntary participation in the workshop was requested (Annexure C) via emails to all 
28 identified university lecturers. The invitation included a suggested date for the 
workshop, an overview of the research and the model, the purpose and objectives for 
the research, as well as a brief description of ethical measures that would be adhered 
to. University lecturers were also informed that they could withdraw at any stage within 
the implementation of the model in the workshop and in practice. The agreed date did 
not interfere with any of the lecturers’ official academic work commitments. University 
lecturers were encouraged to contact the researcher for any additional information and 
clarifications. Enquiries were dealt with either by telephone or email. Non-responses 
for voluntary participation were followed up by email and telephone calls to ensure 
possible participants were not excluded due to possible electronic failures or other 
forms of miscommunication that may have occurred. Seven of the 28 university 
lecturers who met the participation criteria accepted the workshop invitation. The 
researcher acknowledged university lecturers’ participation by sending each volunteer 
an official electronic workshop meeting request with the date, time, programme and 
venue for the workshop. 
 
The researcher chose a neutral venue, away from the university lecturers’ academic 
departments, but still at the university where they work, to create an easy, accessible 
and safe space for them to participate in the workshop and communicate openly. The 
workshop venue further allowed for smaller group interaction and discussion sessions, 
as well as specific workshop activities. Each participant received a file with notes, 
exercises and activities for discovery, self-directed learning and own knowledge 
creation. In addition, participants received all the necessary resources for participation 
during the various activities of the workshop. Arrival refreshments, mid-morning 
refreshments and a light lunch after the half-day workshop were arranged to also 
create a comfortable environment for social conversation and interaction outside of 
the formal workshop activities.  
 
Each voluntary participant completed a short biographical questionnaire (Annexure E) 
as well as a voluntary participant informed consent form which also included 
permission to audiotape the discussions (Annexure D). The facilitator appointed a 
research assistant to assist with the workshop audio recordings and additional 
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notetaking. The research assistant signed a confidentiality agreement (Annexure G) 
which was circulated among all voluntary participants before the workshop. The 
participants verbally and by show of hands accepted the assistant’s adherence to 
confidentiality and supportive role in the workshop.  
 
Five of the seven invited participants attended the workshop. Three were female and 
two were male. Two participants were between the ages of 40 and 50, and three 
between the ages of 30 and 40. The panel also represented the cultural diversity of 
the university and country. Table 5.1 presents the participants’ demographics. The 
participants represented a range of academic programmes within their respective 
departments. They were appointed numbers to ensure confidentiality and anonymity 
in the data collection tracking and reporting on the findings. The size of the group 
increased the possibility for all participants to engage and to enhance the significance 
of the data recovered during the workshop (Cohen, et al. 2011:156-157; Leedy & 
Omrod, 2010:146-147). Matteson (2010:37-38) also highlight that in a smaller group, 
through communication, cognitive patterns of thought and/or behaviour are better 
shared to construct and reconstruct ideas. This then culminates in better shared 
understanding, newly shaped patterns and shared cognition in the group. Additionally, 
the size of this group allowed for greater active involvement and unique effective 
conversations and learning (Brame & Biel, 2015: n.p.; Seeds for change, 2010:9). 
 
Table 5.1: Workshop and focus group participants’ demographics 
Participant 
Number 
Years 
employed as a 
lecturer 
Gender Age 
Focus Group 
Evaluation 
Participant 1 3 Female 35 * 
Participant 2 4 Female 45 * 
Participant 3 5 Female 45 * 
Participant 4 4 Male 35 
Received written 
feedback 
Participant 5 3 Male 35 * 
* Indicates the participants who attended the focus group 
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b) Strategies guiding the implementation of the psycho-educational model 
 
The aim of implementing the psycho-educational model in a workshop was to assist 
participants in increasing their effectiveness to manage experiences of aggression 
constructively through collaborative interaction, discovery and self-directed learning. 
As explained by Belmont (2017:n.p.), a group experience is often a setting to increase 
a person’s effectiveness, since this kind of situation presents opportunities to improve 
skills, communicate, learn from others and for personal self-discovery and growth in a 
social context with feedback and support. Fritscher (2018:n.p.) identifies a psycho-
educational group as a particular type of group for learning practical life-skills and how 
to cope. Corey, et al. (2010:12-14) expressed that psycho-educational group 
participants are effective individuals who require knowledge and support with a 
specific difficulty.  
 
Each of the workshop participants joined the group with their individual and unique 
knowledge, skills and expertise. Therefore, it was of utmost importance to create a 
trusting workshop climate where they could feel that they belong and were safe to 
interact and communicate independently and openly (Kamp, 2011:18-19). Similarly, 
Wahl (2017:n.p.) states that a sound facilitating climate allows participants to develop 
their own potential and the potential of the group. With this in mind, and since group 
dynamics may affect the effectiveness of the workshop, the facilitator created a safe, 
comfortable and trusting environment where participants could be confident to 
participate in open and self-directed learning, as well as dynamic and collaborative 
interaction and self-reflection to increase their effectiveness. 
 
The outcome of the psycho-educational model was the guiding principle in the 
implementation of the workshop; namely, university lecturers’ increased effectiveness 
in the constructive management of experienced aggression. The main concepts of the 
psycho-educational model guided the participants’ self-discovery of knowledge and 
skills to improve their effectiveness to manage aggression constructively. According 
to Matteson (2008:10), members within a group process information by means of 
activities that include reasoning, forming of opinions, and identifying and resolving 
problems linked with tasks. In this study and workshop, new information, knowledge 
and skills, self-discovery and self-directed learning, were implemented through 
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specific activities, self-reflection and behavioural, cognitive and affective skills 
development exercises.  
 
c) The strategies implemented by the facilitator 
 
The central concept of the psycho-educational model to facilitate constructive 
management of experienced aggression guided the strategies implemented in the 
workshop. Although the workshop was based on discovery and self-directed learning, 
as well as dynamic and collaborative interaction, the facilitator played an essential role 
to make it easier for the university lecturers to participate and to assist the lecturers 
through the facilitation process to increase their effectiveness to manage aggression 
constructively. In short, the facilitator created the ethos of participatory interaction and 
individual learning in a safe and supportive environment. Equally important is that the 
facilitator respected participants’ individual situations and experiences, as the starting 
point for the workshop, for the implementation, and for the evaluation of the psycho-
educational model. Thus, a key strategy throughout the workshop activities and tasks 
was discovery and self-directed learning.  
 
Discovery learning applied in the workshop is grounded in Bruner’s (1957:234) method 
of learning that is based on the constructivist learning theory. It posits individual 
problem solving and learning by implementing experience and prior and current 
knowledge to determine new truths through interaction and questioning. Also, 
discovery learning, also known as experiential learning, is more effective when 
directives and proper guidance occur prior to and during the learning process (Pappas 
2014:n.p.; Griffiths & Campbell, 2012:16-22). The central concept of the psycho-
educational model guided the directives for discovery learning in the workshop. With 
this in mind, the directives formed part of the group, and smaller group and individual 
activities and tasks were addressed during the facilitation process in the workshop. 
Complimentary to the aforementioned, Boyer, Edmondson, Artis and Fleming 
(2013:20) emphasised that self-directed learning is a highly efficient method in adult 
learning.  
 
In the workshop’s implementation of the psycho-educational model, participants had 
the opportunity to engage in self-reflection of cognitive, behavioural and affective 
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skills. In the same way, participants were invited to reflect on earlier experiences and 
the present interaction to reinforce their learning. Participants wrote reflective notes 
directly after the workshop where the researcher asked one open-ended question, 
“How was the model implementation in the workshop for you?”. Participants further 
had to reflect back on the workshop and the implementation of the psycho-educational 
model one week after the workshop by answering the open-ended question, 
“Reflecting back on the workshop, “How was the model implementation in the 
workshop for you?”. To conclude the data collection, participants were encouraged to 
write two separate journal entries one month and two months after the workshop. The 
respective journal entries’ open-ended questions were: a) “Write down any thoughts 
on the model application and implementation in your workplace” and b) “How did the 
model work for you in practice?”. 
 
Another key strategy that was followed throughout the workshop was dynamic and 
collaborative interaction. This was achieved through activities and tasks where 
participants had to actively participate, interact and communicate within the group. 
More importantly, these activities and tasks created opportunities for conversation as 
an essential part of the facilitation process. Edmunds and Brown (2010:715) highlight 
that a number of people together is not a group until they interact with one another. 
According to Johnson, Johnson and Smith (2011:11), the best problem-solving 
learning takes place in small groups of three to six. Laal and Ghodsi (2012:486) also 
argue that collaboration, as a philosophy of group interaction, entails dealing with other 
group members with respect and acknowledging the abilities and contributions of 
individual group members. Finally, Forsyth (2014:19) stresses that groups and group 
dynamics are complex systems and the actions and interactions in groups can be 
highly influential and shape members of the groups. Thus, the aforementioned 
strategy will contribute to the participants’ possible increased effectiveness to manage 
experienced aggression constructively based on developing discussion skills and 
insights.  
 
The facilitator was accountable to make the facilitation process easier for the workshop 
participants through adequate planning and assisting the participants in increasing 
their effectiveness to manage experienced aggression constructively. As a result, the 
workshop planning was based on Edmunds and Brown’s (2010:716) argument that a 
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group learns and develops through questioning, listening, responding, explaining, and 
reflecting on experiences. 
 
In addition, Chander (2014:n.p.) asserts that a facilitator guides and helps individuals 
to progress through a process of exploratory learning to understand, share and meet 
goals. Moreover, several studies agree on the importance of facilitation and the skills 
and competencies required by an effective facilitator (Corey, et al. 2010:38-40; 
Exforsys, 2010:n.p.; Prins, 2015:103-104; Wallis, 2012:136-138).  
 
It was important for the researcher, as facilitator, to emotionally and professionally 
prepare for the workshop to skilfully assist the voluntary participants in the workshop. 
A capable facilitator can manage the different skills and strategies applicable within a 
group process and is aware of group dynamics as well as the individuals in the group. 
Since the facilitator was the psycho-educator who presented the workshop, it is 
important to discuss the strategies she employed. The facilitator applied the following 
skills considered important for the successful facilitation of a workshop (Corey, et al. 
2010:38-40; Prins, 2015:103-104; Waillis, 2012:136-138): 
 
• Continuous multitasking: the facilitator observed not only the verbal 
communication, but also the non-verbal communication of all participants and 
assisted them in staying actively involved. 
 
• Effective communication skills: the facilitator expressed information clearly and 
simply to make it easier for participants to understand the model and concepts. 
Information and responses to questions and uncertainty were also shared with 
ease. 
 
• Empathy: was very important to ensure that members of the group felt safe to 
participate and interact openly and spontaneously. 
 
• Perspective: non-bias and bracketing ensured that the facilitator was open to all 
participants within the group’s opinions and encouraged open and honest 
communication, perspectives and understanding in line with the objectives of the 
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study and the workshop. The facilitator shared factual knowledge of the study and 
model without trying to influence the participants. 
 
• Active and effective listening skills: the facilitator paid full attention to what each 
member, the group and sub-groups communicated. The facilitator was attentive to 
underlying messages and congruence or dissimilarity between what was said, and 
how it was expressed with body language and facial expressions.  
 
• Paraphrasing and mirroring: this skill was used to validate understanding and to 
encourage further discussion and discovery. 
 
• Reflecting: by using active listening, the facilitator conveyed the essence of what a 
participant, the group or sub-group said to communicate so they could see it and 
to validate that she understood the message.  
 
• Clarifying: the facilitator applied clarification during the relationship phase by 
setting the background for the development of the psycho-educational model and 
during the working phase when participants raised confusion. 
 
• Open-ended questions: were introduced to stimulate critical thinking, discovery 
and self-directed learning. 
 
• Continuous evaluation: of the process, group dynamics, psycho-educational 
climate and responses contributed to assisting the participants in evaluating 
alternatives and in making informed discovery, learning and choices. By applying 
this skill, the process becomes more applicable for the participants and more 
effective. 
 
• Summarising: this skill was useful after the relationship phase and after the 
visualisation exercise and ‘types of aggression’ group activity. Summarising often 
helped when discussions became distracted and bogged down by pointing out the 
important common elements that were discussed. Summative reports from 
participants on how they experienced the workshop were important and the 
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facilitator gave participants directives to implement the model in practice with a 
summative conclusion. 
 
It is important to remember that these skills overlap and are not single entities. And 
although the facilitator was prepared for the workshop, she remained cognisant that 
there might be unpredictability within the process.  
 
5.2.1.2 The facilitation process and workshop programme of the model 
implementation 
 
The workshop programme followed the three phases of the process in the 
implementation of the psycho-educational model: Phase One - the relationship phase, 
Phase Two - the working phase, and Phase Three - the termination phase. These 
three phases directed the workshop design and facilitation process and presented 
specific opportunities and activities for dynamic and collaborative, interactive, 
participation, discovery and self-directed learning (See Table 5.2). Cranley, 
Cummings, Profetto-McGrath, Toth and Estabrooks (2017:1) wrote that the 
implementation of theoretical findings into practice is complex, but facilitation is a 
promising technique to successfully apply research in practice. The facilitation process 
of the model postulated an active and engaged process with the focus on increasing 
university lecturers’ effectiveness in managing aggression more constructively. The 
facilitator engaged the university lecturers who experienced aggression in a process 
that made it easier for them to participate and communicate. The facilitator assisted 
the university lecturers to increase their effectiveness in managing their experiences 
of aggression. University lecturers’ increased effectiveness was helpful to them and 
promoted their development in dealing with and controlling the experienced 
aggression. The process allowed progress divergence to accommodate the potential 
need for additional assistance during the process because of university lecturers’ 
uniqueness and individuality. 
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Table 5.2: Three phases of the facilitation process of model implementation 
Phases Description with reference to the model 
Relationship Phase 
Build a relationship and trust 
 
Understand the problem  
 
Establish shared objectives 
Working Phase 
Facilitate constructive management of experienced 
aggression:  
 
discover, explore and describe knowledge and skills on 
intra- and interpersonal attributes and competencies, 
communication and conflict management skills that are 
helpful to promote university lecturers’ development to 
manage experienced aggression constructively, and 
increase university lecturers’ effectiveness to deal with and 
control experiences of aggression 
Termination Phase 
Retrospective, introspective and summative reflection on 
the process and learning 
 
Evaluate the implementation of the model in the workshop 
and increased effectiveness and growth to implement the 
model in practice to ‘manage’ experiences of aggression 
‘constructively’  
Outcome Constructive management of experienced aggression 
 
The workshop and workshop design respectively denoted the implementation of the 
model. The facilitator used various tasks, methods and activities during the three 
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phases of the workshop to achieve the outcome objective and the aim of the model, 
namely constructive management of experienced aggression by university lecturers. 
Table 5.3 presents an outline of the workshop phases and programme in relation to 
the model.  
 
Table 5.3: Outline of the workshop phases and programme in relation to the 
model 
Phase One – Relationship phase 
Tasks Methods Activities 
1.1 Building trust 
 
 
 
1.2 Defining aggression  
 
 
 
 
1.3 Defining the problem 
 
 
 
1.4 Shared objectives 
Icebreaker 
 
 
Understanding 
aggression 
experienced in higher 
education 
 
Understanding 
destructive 
management of 
experienced 
aggression 
 
Group interaction, 
discussion and 
collaborative 
decision-making 
 
Tell us something nobody 
knows about you that you are 
willing to share 
 
Visualisation and group 
discussion 
 
 
 
Three pictures of destructive 
behaviour. Problem 
identification. 
 
 
Shared group objectives from 
individual objectives 
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Phase Two – Working Phase 
1.1 Understanding of  
central concept 
 
 
2.2 Meaning-making of  
  constructive and  
  management 
 
 
 
 
 
 
 
 
2.3 Responses to  
  aggression  
  experiences 
 
2.4 Knowledge and skills  
  development 
 
2.5 Knowledge and skills  
  development 
Insight development 
 
 
 
Cognisance 
development 
 
 
 
 
 
 
 
 
Self-awareness 
 
 
 
Intrapersonal skills 
 
 
Interpersonal skills 
 
Central concept puzzle: 
Critical thinking and meaning-
making 
 
Three open-ended questions 
for meaning-making on 
essential attributes that are 
helpful and that promote 
development 
 
Two open-ended questions for 
meaning-making on essential 
attributes to deal with and 
control experienced 
aggression 
 
Self-reflection on personal 
aggression management skills 
 
 
List personal internal strengths 
and weaknesses 
 
Tick and add interpersonal 
competencies 
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2.6 Knowledge and skills  
  development 
 
 
2.7 Improved  
  effectiveness 
 
 
Effective 
communication skills 
 
 
Aggression 
management 
techniques 
 
Effective problem 
solving  
Recalling icebreaker stories  
 
Describe the picture 
 
Brief collaborative discussion 
 
 
Pictures: How will you 
implement new knowledge 
and skills to achieve 
constructive management 
Phase Three – Termination phase 
3.1 Group reflection 
 
 
3.2 Self-reflection 
 
 
 
3.3 Going forward 
 
 
3.4 Closing 
Shared objectives 
 
 
Evaluation of the 
implementation of the 
model in the 
workshop 
 
Implementation of the 
psycho-educational 
model in practice 
 
Reinforced 
awareness 
Were the shared objectives 
achieved in the workshop? 
 
Written feedback 
 
 
 
Agreement on reflective 
journal entries 
 
Watching video on workplace 
ineffective communication 
techniques  
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Lunch and departure 
 
a) Phase One - Relationship Phase 
 
The relationship phase in the process of the psycho-educational model was 
fundamental for the successful implementation of the model. It was also critical for 
participants to progress to the working phase and the termination phase since it 
established the starting point for a trusting relationship, active participation and 
dynamic and collaborative interaction that the rest of the process depended on.  
 
a.i) Main objective in Phase One - Relationship Phase 
 
The main objective of the relationship phase was to build trust and assist the 
university lecturers to make it easier for them to participate in the ‘facilitation’ process. 
To achieve the aforementioned, a safe ‘facilitative’ space and psycho-educational 
climate conducive to discovery and self-directed learning were created. To achieve 
this objective, the facilitator put four strategies into practice. Firstly, she chose a neutral 
and comfortable venue at the university where participants could feel welcome and 
safe. Thus, the facilitator helped to make it easier for participants to take part in the 
process and to interact, learn and grow. Secondly, the facilitator built a trust 
relationship with participants and within the group with specific activities and 
opportunities to share individual opinions without prejudice. Thirdly, the facilitator 
clarified the background and phenomenon of the study that led to the model design. 
She also assisted the participants in understanding the phenomenon of experienced 
aggression and destructive management of experienced aggression. Thus, they were 
able to recognise the problem and think about how to ‘manage’ the problem 
‘constructively’. Finally, the group established their individual and shared group 
objectives for the workshop and facilitation process.  
 
To achieve a welcoming atmosphere, the facilitator set the stage with a light breakfast 
on arrival and an opportunity for everybody to meet and greet through comfortable 
social interaction. This relaxed social interaction allowed the participants to ease into 
the process and phases of the workshop. The workshop started with an official 
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welcome from the facilitator which began the implementation of the model. A 
reconfirmation of voluntary participation and consent (Annexure D), confidentiality and 
anonymity within the faculty and university to build and strengthen the trust 
relationship, followed. Participants were also informed of the administrative 
supporter’s (scribe) presence and participants agreed on the person’s presence after 
a consent form (Annexure G) was circulated around the group. Then, participants were 
orientated to the background of the study, the purpose of the workshop and model, 
expected individual and group interactions, as well as an explanation of the three 
phases of the workshop. In the following section, the activities the participants had to 
engage in during the relationship phase as per tasks 1.1 to 1.4 are discussed. 
 
a.ii) Activities and tasks in Phase One 
 
The objectives of the activities and tasks in the relationship phase were to build trust 
between the facilitator and the participants, and among the individuals in the group to 
strengthen the safe and trusting ‘facilitative’ space and psychological climate. 
Secondly, it was also to ensure that all individuals had a shared understanding of the 
phenomenon – experienced aggression – and the problem of destructive management 
of aggression. Lastly, the activities and tasks were aimed at university lecturers 
constructing shared objectives for the workshop that would support them to discover 
and gain skills and tools in the working phase to increase their effectiveness to 
‘manage’ aggression ‘constructively’. 
 
• Task 1.1 - Icebreaker 
 
The facilitator requested participants to introduce themselves and to tell the group one 
thing about themselves that none of the group members knows, and that they were 
willing to share with the group. The facilitator and scribe took part in the first activity to 
create the potential for added trust and an open relationship with the group (Johnson, 
2009:41). The activity gave the participants the opportunity to get to know each other 
and to establish a trusting group relationship and commitment to the group interaction 
in view of the ‘facilitation’ process (Johnson, 2009:41). Thus, this activity created the 
first opportunity for shared interaction with the group in a non-judgemental and safe 
climate. A facilitator’s ability to observe participants’ interactions and responses is of 
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utmost importance in any group ‘facilitation’ process and essential for the successful 
outcome of the process. As explained by Prendiville (2008:15), every person in a 
group facilitation context has to be included and encouraged to participate to their full 
potential. 
 
The aforementioned personal stories shared by participants were later applied as 
reference during the communication skills activity in the working phase of the psycho-
educational model to demonstrate effective communication and listening skills (Refer 
to task 2.6). 
 
• Task 1.2 - Defining aggression 
 
The visualisation activity was applied to assist the participants in defining and 
understanding that aggression in higher education is very passive and subtle 
experiences. Participants had to close their eyes and engage in individual visualisation 
of their personal perceptions of experiences of aggression. After the activity, 
participants gave feedback to the group on their personal perceptions of experienced 
aggression. The participants all visualised physical aggression. The facilitator 
assisted the participants to increase their effectiveness in understanding the types of 
aggression in higher education by briefly presenting the findings of her Master’s 
dissertation. This activity set the tone for the next activity where the participants 
discovered and defined the problem of destructive management of experienced 
aggression. 
 
• Task 1.3 - Defining the problem 
 
The facilitator gave participants pictures depicting destructive management of 
experienced aggression. Participants had to interpret the pictures, describe their 
behaviour towards and management of experiences of aggression, and then clarify 
why it is destructive management of experiences of aggression. This activity 
stimulated self-reflection on participants’ own perceptions, experiences and behaviour 
related to experienced aggression. This activity was important since the self-reflection 
and self-knowledge of the problem and individual responses to the problem reinforced 
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the facilitation process to increase effectiveness in ‘managing’ experiences of 
aggression ‘constructively’. Beheshtifar and Rahimi-Nezhad (2012:162) confirm that 
the ability to better understand a person’s own perception and behaviour towards 
something can increase an individual’s personal capacity and growth on a personal 
and work-related level. 
 
• Task 1.4 - Shared objectives 
 
In the final task of the relationship phase, participants were requested to implement 
their new knowledge of the problem to establish individual objectives for the 
implementation of the model in the workshop. Then the facilitator requested each 
participant to anonymously write down only the most important objective for him or her 
on a sticky note and to paste it on the white board. Finally, the facilitator put forward 
the five objectives the individual participants identified for the ‘facilitation’ process for 
group discussion. The five individual objectives that were placed anonymously on the 
whiteboard were: 
 
1. “To be able to identify aggression and learn how to deal with it.” 
 
2. “To have a better understanding of experienced aggression in higher education 
and to handle it”. 
 
3. “To manage subtle aggression more effectively that it doesn’t affect my family life”. 
 
4. “To gain better understanding of the concepts and how to deal with influences”. 
 
5. “Management of peer level aggression between colleagues in the same 
department”. 
 
After the group discussion, consensus was reached. The group then formulated the 
following two shared group objectives for the outcome of the workshop and facilitation 
process: 
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• Learn how to deal with experiences of aggression. 
 
• Learn how to ‘manage’ experiences of aggression ‘constructively’. 
 
During the relationship phase a foundation of understanding of the problem, 
experienced aggression, as well as the recognition of destructive management of the 
problem, was positioned in a manner from which lecturers could learn, grow and 
promote development to increase their effectiveness to ‘manage’ experienced 
aggression ‘constructively’. The relationship phase shaped the tone for the facilitation 
process and the last activity in this phase encouraged movement into the working 
phase.  
 
b) Phase Two - Working phase 
 
In this psycho-educational model, to ‘facilitate the constructive management’ of 
experienced aggression is defined as a process that the facilitator makes easier for 
university lecturers. The facilitator assisted university lecturers to increase their 
effectiveness. University lecturers’ increased effectiveness through new knowledge 
and skills was helpful to promote their development, which enabled them to deal 
with and control the experienced aggression. 
 
b.i) Main objective in Phase Two 
 
Considering the outcome of the model to increase university lecturers’ effectiveness 
to ‘manage’ experienced aggression ‘constructively’, the main objective of this phase 
was to ‘facilitate’ the ‘constructive management’ of experienced aggression. During 
the working phase, the facilitator’s direct involvement became less. This allowed 
participants to increase their effectiveness to ‘manage’ experienced aggression more 
‘constructively’ through dynamic and collaborative interaction, as well as self-directed 
learning, discovery, knowledge and skills development. The participants had to find 
solutions to the problem that would be helpful to them and that could promote their 
development to deal with and control their experienced aggression. To achieve the 
aforementioned, the facilitator assisted the participants by implementing individual, 
 157 
sub-group and group activities to increase their effectiveness, and knowledge and 
skills development. The introduction of a variety of activities upholds Jacobs’ 
(2013:211) statement that a variety of strategies are required in facilitation because of 
the multidimensionality of the ‘facilitation’ process.  
 
b.ii) Activities and tasks in Phase Two – Working phase 
 
In the working phase, the facilitator assisted the participants to change their 
destructive management of experienced aggression in their places of work at the 
university. Corey, et al. (2010:130) argue that essential concepts and aspects of the 
process are explored during the working phase. Participants’ commitment to this 
exploration and facilitated development process could lead to possible increased 
effectiveness in managing experiences of aggression constructively. University 
lecturers’ increased effectiveness could only transpire when they applied the 
knowledge and skills that would be helpful to promote their development and support 
them to deal with and control experiences of aggression.  
 
• Task 2.1 - Understanding of central concept constructive and management 
of aggression 
 
In this first task, participants had to explore the central concept ‘constructive 
management’ by building a puzzle and discovering the essential attributes. 
Participants received puzzle pieces with correct essential attributes for constructive 
management as well as bigger puzzle pieces that did not fit properly with incorrect 
essential attributes for constructive management. The puzzle building activity did not 
only create an opportunity for problem solving, but also for critical thinking about the 
meaning of the concept ‘constructive management’. Toharudin (2017:2005) points out 
that critical thinking guides problem solving and the decisions a person makes, and 
problem solving is the systematic search for answers and solutions.  
 
The following tasks were given to the participants: 
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• Task 2.2 – Meaning-making of constructive and management 
 
Participants had to discuss their understanding of the central concept ‘constructive’ 
and the essential attributes to promote development and helpful in their sub-groups. 
The participants in the two sub-groups also had to discuss the central concept 
‘management’ and the essential attributes deal with and control as identified for the 
model. The facilitator provided open-ended questions for both discussions. University 
lecturers’ development and growth started when the participants recognised and 
acknowledged there was a problem of experienced aggression in their workplace and 
when they developed an awareness of their own destructive management of 
experienced aggression. It should be kept in mind that development continues 
throughout the facilitation process (Jacobs, 2013:200).  
 
• Task 2.3 - Responses to aggression experiences 
 
The facilitator provided participants with four pictures respectively depicting 1) a 
person hiding behind a door from experiences of aggression; 2) a person closing his 
eyes to the problem of experienced aggression; 3) two people with aggressive body 
language talking to each other; and 4) two people sitting at a table calmly talking to 
each other.  
 
Participants had to self-reflect on these pictures and their personal aggression 
management behaviour and skills and why their behaviour towards aggression is not 
helpful to them and does not promote development on a personal or professional 
level. Two participants volunteered to share their reflections. This activity thus further 
enhanced participants’ self-awareness and reinforced their awareness to increase 
their effectiveness to ‘manage’ experienced aggression ‘constructively’. 
 
• Tasks 2.4 – 2.7 - Knowledge and skills development 
 
From the researcher’s findings in her Master’s dissertation, four important skills were 
identified for the constructive management of experienced aggression: 1) 
intrapersonal competencies, 2) interpersonal competencies, 3) effective 
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communication skills, and 4) aggression management skills. A brief introduction of the 
four skills to achieve increased effectiveness to ‘manage’ experienced aggression 
‘constructively’ followed. Although the participants gained increased effectiveness 
from the learned knowledge and skills in these four activities, the facilitator 
acknowledged that due to the time constraint, participants could not spend sufficient 
time for in-depth skills development. Understanding the self was important in all four 
of these activities. Vajda (2011:1-3) highlights that personal reflection on own 
behaviour is required for a person to handle conflict effectively. In task 2.4, an 
individual activity, participants discovered and tried to understand themselves better 
by listing their intrapersonal strengths and weaknesses (Figure 5.1). After the listing, 
they had to self-reflect on how they could promote development if they learned positive 
and strong intrapersonal competencies that could be helpful to them when they 
experienced aggression. 
 
List your personal internal strengths and weaknesses 
[Ex. flexible (+) / inflexible (-) or respond (+) / react (-)] 
 
 
 
 
 
 
 
 
 
Figure 5.1: Intrapersonal competencies (understanding and knowing yourself) 
 
During task 2.5 participants individually engaged in self-discovery and self-directed 
learning by identifying the interpersonal competencies they thought they possessed 
from a list. Participants were encouraged to add any additional interpersonal strengths 
to the provided list (Figure 5.2). Due to the personal level of these two discovery 
activities, participants did not have to give any responses but had to reflect and apply 
and improve it when they apply the model in practice in their place of work.  
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For task 2.6, the facilitator introduced the effective communication session with the 
question: “Who of you can remember a person and the person’s personal story from 
the icebreaker?” Only two people could remember all the stories and the persons who 
shared them. This exercise emphasised the importance of not only effective 
communication skills, but also active listening skills. Next, participants had to describe, 
in pairs, the exact same image that had two different interpretations if you looked at it 
from a different angle 
 
Which of the interpersonal skills below do you think you have? 
Add any additional competencies 
 
 
 
 
 
 
 
 
 
Figure 5.2: Interpersonal competencies (understanding others) 
 
These dynamic interactions, conversations and efforts to try to understand the 
discrepancies between the partners’ descriptions of their specific image made the 
participants aware of how important it is to have effective communication and active 
listening skills. These skills will allow for different perspectives that are essential in any 
interpersonal relationship and in the constructive management of experienced 
aggression. Finally, for task 2.7, the participants briefly discussed aggression 
management skills and then the facilitator summarised some aggression management 
techniques. Knowledge and skills shared were to address the problem and not attack 
the person; listen to the person, hear what the person is saying, and then respond 
appropriately. Increased effectiveness on a personal level was evident in the 
responses related to controlling one’s own emotions and anger.  
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• Task 2.8 - Improved effectiveness 
 
The working phase concluded with task 2.8, where the facilitator provided participants 
with images of aggressive behaviour in the workplace. Participants had to apply the 
new knowledge and skills they gained to solve the presented problems effectively. It 
became evident through the responses that the new knowledge and skills gained were 
helpful and promoted university lecturers’ development on a personal and 
interpersonal level. In addition, university lecturers’ effectiveness increased and they 
provided positive solutions to the presented problems, thus showing the ability to 
‘manage’ experienced aggression more ‘constructively’. The participants 
acknowledged that they were not dealing with their experiences of aggression and that 
they can deal with it better by acknowledging its existence and effect. They also said 
they realise that if they deal with their experiences of aggression it will help them to 
control these experiences. In conclusion, it was important to be aware that the 
constructive management of experienced aggression is a life-long journey. 
 
c) Phase Three - Termination phase  
 
In the termination phase participants reflected on the workshop and evaluated the 
facilitation process and the implementation of the model in the workshop. The 
participants also reflected on the knowledge and skills discovered that is helpful to 
them that promotes their development to increase their effectiveness in dealing with 
and controlling experiences of aggression in their places of work; thus, increased 
effectiveness to ‘constructively manage’ experienced aggression in their workplaces.  
 
c.i) Main objective in Phase Three - Termination phase 
 
Effectively the main objective in the termination phase was to reflect on the process 
and personal growth during the implementation of the model in the workshop. In 
addition, the participants had to reflect on whether their shared objectives were met, 
thus increasing their effectiveness to implement the model in practice in their 
workplace. The facilitator’s involvement in these evaluations was minimal to reinforce 
the knowledge and skills participants had attained for increased effectiveness to 
‘manage’ experienced aggression ‘constructively’. In concluding this phase, the 
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participants had to self-reflect and hand in individual written responses that contributed 
to the findings of this study.  
 
c.ii) Activities and tasks in Phase III  
 
The participants in the workshop performed reflective activities and tasks to evaluate 
their self-directed learning and discovery of knowledge, skills and tools they could 
effectively apply in their places of work to ‘manage’ experienced aggression 
‘constructively’. The way forward was established before the workshop was finalised. 
 
• Task 3.1 - Group reflection 
 
During the execution of task 3.1, the group had to reflect on personal and shared 
schemas on their experience of the process and learning. The group had to evaluate 
if the shared group objectives – established in the relationship phase – were achieved. 
Participants were of the opinion that they gained helpful knowledge and skills that 
promoted their development. They also felt that the process increased their 
effectiveness to deal with and control experiences of aggression.  
 
• Task 3.2 - Self-reflection 
 
In task 3.2 the participants had to engage in introspective, retrospective and 
summative reflection of the facilitation process, increased effectiveness and 
promoted development to ‘constructively manage’ experiences of aggression as a 
life-long process and voyage. 
  
Participants handed in written reflective notes. 
 
• Task 3.3 - Going forward 
 
The facilitator highlighted the process going forward and the university lecturers 
agreed to implement the model in practice in their place of work for three months. The 
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process concluded when the facilitator collected each participant’s three journal 
entries at the end of the third month and after the conclusion of the focus group.  
 
• Task 3.3 - Closing 
 
The termination phase concluded with the viewing of the video ‘Passive aggression in 
the office’ (Passive Aggression – office problem#75, 2018:n.p.) before lunch and 
departure to reinforce constructive behaviour and ways to manage experienced 
aggression, as well as ineffective communication skills within an aggressive 
experience.  
 
The consensus after the workshop was that participants wanted further development 
and learning on the four skills to increase their effectiveness to manage experienced 
aggression constructively. A suggestion was to have a one and a half-day workshop 
focussed on: 1) the process and implementation of the model, 2) the knowledge and 
skills of intra and interpersonal skills and implementation in the workplace, 3) 
communication skills and appropriate implementation in the workplace, and 4) 
aggression and conflict management skills and implementation in the workplace.  
 
The discussion also reflected the findings of the study. Participants were of the opinion 
that their expectations of the workshop and the model were met after they understood 
the concept ‘aggression’ and constructive management of experienced aggression in 
higher education. Participants stated that it might be beneficial to implement the model 
in a two-day to two-and-a-half-day workshop. The longer workshop time would allow 
discussion on the types of aggression in higher education as well as deeper learning 
of the knowledge and skills for the constructive management of experienced 
aggression. 
 
After the workshop, during lunch, the participants continued some discussion on the 
model and their learning and development. The participants were enthusiastic about 
implementing the psycho-educational model in their own environments. Participants 
then engaged in social conversation and lots of laughter ensued. Based on the data 
collected during and directly after the workshop in the form of verbatim transcriptions 
of the audio recordings, field notes and participants’ written feedback and evaluation, 
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the facilitator was convinced that the workshop and the workshop phases created a 
safe and successful facilitative space that increased the participants’ effectiveness to 
management experiences of aggression more constructively.  
 
5.2.2 Stage Two: Implementation and evaluation of model in practice and 
focus group evaluations 
 
University lecturers who participated in the workshop applied the model in their place 
of work for three months. Chinn and Kramer (2015:229) state that the implementation 
and evaluation of a model in practice could underpin the confirmation and 
trustworthiness of the model. At the end of each month, each participant had to 
complete reflective journal entries as part of the data collection for the implementation 
and evaluation of the model in practice. Finally, a focus group was conducted with the 
participants who attended the workshop, and the implementation of the model in 
practice and the findings of the collected data were member checked.  
 
5.3 DATA COLLECTION AND EVALUATION OF THE IMPLEMENTATION OF  
   THE MODEL  
 
The data collection and evaluation of the implementation of the model was conducted 
in two stages. The first stage of data collection and evaluation was during the model 
implementation workshop. 
 
5.3.1 Stage One: Data collection and evaluation of the model implementation 
in a workshop 
 
The model implementation process established a single case study at a university in 
South Africa (Creswell, 2013:97; Gustafsson, 2017:11; Heale & Twycross, 2018:7). 
Rule and Vaughn (2015:3) clarify a case study to be distinctive and specific. In this 
study, the single case study was an instrumental case study selected to evaluate the 
implementation of the model in a workshop. Qualitative data collection took place 
during and directly after the implementation of the model in the workshop. The single 
case study’s data reinforced the purpose of the model, namely to facilitate constructive 
management of experienced aggression (Rule & John, 2015:5). 
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The implementation of the psycho-educational model in a workshop to facilitate 
constructive management of experienced aggression sought an answer to the 
research question ‘What can be done to support university lecturers to constructively 
manage experienced aggression?’. The model’s implementation was based on a 
facilitated process to make it easier for the university lecturers to participate. Moreover, 
the facilitator assisted the university lecturers to increase their effectiveness to 
manage experiences of aggression constructively through knowledge and skills 
discovery, reflection, as well as meaning-making and problem solving.  
 
The workshop process was audio-recorded, followed by a verbatim transcription of the 
audio recording (See Annexure F for an extract from the transcriptions). Participants 
also completed written reflective feedback directly after the workshop on one open-
ended question, “How was the model implementation in the workshop for you?”. In 
addition, the research assistant’s written notes and the researcher’s observations and 
field notes contributed to data collection in this step of the research. The facilitator had 
to additionally complete a one-on-one workshop presentation, followed by the same 
written feedback as the rest of the workshop participants, because one person had to 
leave for a meeting in the middle of the workshop. Participants had to complete a 
reflective journal entry one week after the workshop, answering one open-ended 
question: “Reflecting back on the workshop, how was the model implementation in the 
workshop for you?”  
 
5.3.2 Stage One: Findings on the implementation and evaluation of the model 
in a workshop 
 
In this study, the single case study was instrumental in analysing how the psycho-
educational model implementation worked in a workshop for university lecturers and 
to reinforce the purpose of the model (Rule & Vaughn, 2015:5).  
 
5.3.2.1 Findings of Phase One – the relationship phase 
 
The relationship phase of the model was to create a safe space for interaction and 
conversation, as well as to establish the starting point for a trusting relationship, active 
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participation and dynamic and collaborative interaction that the rest of the facilitation 
process depended on. Participants were of the opinion that the icebreaker, friendly 
and collaborative interaction led to building a trusting relationship among the 
participants and between the participants and the facilitator. Some responses include: 
 
“…we were immediately informed that everything discussed in the 
workshop would be kept confidential, which created space for 
openness and transparency.” (Participant 1) 
 
“The workshop was facilitated well, nice ice-breaker and building of 
rapport with each other.” (Participant 4) 
 
“The openness of the other participants was also very 
encouraging.” (Participant 5) 
 
According to McCallum (2010:9), trust ensures that a team can function effectively and 
it also increases team members’ confidence to interact and communicate their 
personal opinions.  
 
The relationship phase of the model also assisted university lecturers to progress from 
unawareness of and not understanding the problem of experienced aggression in 
higher education, to awareness and understanding of the phenomenon. They also 
gained greater insight into destructive management of experiences aggression. Some 
responses revealed: 
 
“The workshop creates understanding of the concept aggression. 
This allows me to recognise the actual forms of aggression.” 
(Participant 3) 
 
“I realised how disruptive unattended aggression experienced by 
individuals can be in the workplace. It is untold recipe for 
discouragement, disappointment, disruption of productivity and 
relational distances between colleagues.” (Participant 5) 
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Finally, after understanding the phenomenon of experienced aggression and 
destructive management of aggression, this phase created an opportunity for 
university lecturers to communicate their needs and to establish shared objectives of 
expectations for the workshop. Participants’ responses confirmed the need for support 
and skills to manage experienced aggression constructively:  
 
“Acknowledging that we don’t know how to manage aggression.” 
(Participant 1) 
 
“Manage and learn how to deal with it” (Participant 2) 
 
These participants’ responses confirmed the purpose of the model, namely to 
facilitate constructive management of experienced aggression. Therefore, the 
researcher posits that the relationship phase provided structure and focus that 
assisted the participants to increase their trust and understanding of experiences of 
aggression and destructive management of experienced aggression. Effective 
communication and understanding of what aggression and destructive management 
is, as well as the collaborative interaction, discovery and conversation, assisted the 
participants in moving to the second phase of the model, namely the working phase. 
 
5.3.2.2 Findings of Phase Two of the model and facilitation process – the 
working phase 
 
Considering the outcome of the model to increase university lecturers’ effectiveness to 
manage experienced aggression constructively, the main objective of the working 
phase was to ‘facilitate constructive management’ of experienced aggression. The 
tasks and activities applied contributed to this aim. The concept ‘constructive’ in this 
study was defined as to be helpful to the university lecturers and to promote 
development of the lecturers. The participants had to make meaning of the concept 
‘constructive’ in pairs and in their responses their words, such as promote, improve, 
healthy and enhance, confirmed the essential attributes helpful and promote 
development: 
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“Promote healthy relationships with colleagues and peers and 
students.” (Participant 3) 
 
“We just mentioned improve culture within your department… 
improve the relationships.” (Participant 2) 
 
“Improve interpersonal communication amongst members will 
enhance productivity and morale.” (Participant 5) 
 
In this study, ‘management’ was defined as to deal with and control. During the 
participants’ meaning-making of the concept ‘management’, these two essential 
attributes came to the fore in responses such as: 
 
“We said to deal with to put it into perspective…” (Participant 2) 
 
“To deal with it, ja.” (Participant 4) 
 
“I think you control aggression…Control it by being fair…” 
(Participant 3) 
 
“Control on a general level you can have rule and regulations.” 
(Participant 4) 
 
After the discovery and self-directed learning of the concepts ‘constructive 
management’, the tasks and activities implemented in the workshop focussed on 
knowledge and soft skills development on four levels; intrapersonal skills, 
interpersonal skills, communication skills, and conflict management skills. 
Intrapersonal skills development to constructively manage experienced aggression 
during the workshop was reflected in comments such as: 
 
“Be fair when you’re in that situation and manage your own 
behaviour.” (Participant 4) 
 
 169 
“…rather, instead of becoming as aggressive, rather reflect and 
respond later …understand the situation, make a mind shift to 
handle the situation and take control of the experiences.” 
(Participant 2) 
 
“…have and openness and willingness to broaden one’s 
horizons...” (Participant 1) 
 
On the intrapersonal and communication development levels, participants’ self-
directed learning, collaborative and interactive discussions and feedback proved 
insightful and increased their effectiveness on how to apply these soft skills to 
constructively manage experienced aggression. Participants said: 
 
“…be open to what the other person has to say and listen your 
listening skills should improve.” (Participant 1) 
 
“Open to the other person’s point of view,” (Participant 2) 
 
“…don’t fight with people, have a conversation.” (Participant 3) 
 
“…should understand other co-workers’ feelings and emotions as 
this will improve how the interact and communicate in the 
workplace.” (Participant 5) 
 
Some of the participants highlighted the need for additional time in the workshop’s 
working phase or separate workshops to deepen their knowledge and skills. They 
wanted to learn additional techniques and tools to a) improve their intrapersonal and 
interpersonal relationships, b) communicate more effectively, and c) improve 
aggression and conflict management. Examples of these responses are: 
 
“Need more time to discuss examples and real-life experiences. 
Find out what we as lecturers have in common.” (Participant 2) 
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“Needs actual practical examples of experiences of aggression 
from the top, by peers and from students. Practical examples to 
everyday aggression situations.” (Participant 3) 
 
“…would like to spend more time on it.” (Participant 5) 
 
Participants’ recurring feedback on the need for more development and knowledge 
and skills to manage experienced aggression constructively, demonstrates the 
importance of softer skills training for university lecturers to increase their 
effectiveness on a personal and professional level.  
 
5.3.2.3 Findings: Phase Three – the termination phase  
 
The termination phase allowed for reflection on the process, essential attributes, skills, 
and also the value of the model for participants. Self-reflection on the significance of 
the workshop experience answered the open-ended question “How was the workshop 
for you?”.  
 
“I had such a fantastic time at this workshop. It was so informative, 
and I was able to identify with our outcomes. It just spoke to me.” 
(Participant 1) 
 
“The workshop was very informative and I have learned a lot about 
the concepts of aggression and how to manage it.” (Participant 2) 
 
“The intervention and efforts made to move away from the 
aggressive behaviour and new interpersonal skills has been 
acquired.” (Participant 4) 
 
“The workshop made me aware of the aggression university 
lecturers experience on a daily basis. The workshop made me 
realise that experienced aggression causes unhappiness in my life, 
and steals my joy, obviously, something has to be done. I felt the 
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workshop with the realisation that, as with everything else in life, 
this experienced aggression has to be managed. I promised myself 
that this was something I was going to work on!” (Participant 1) 
 
“I have learned more than I have expected from this workshop!” 
(Participant 5) 
 
The aforementioned responses underpinned that the model and workshop knowledge 
and skills discovery and self-directed learning increased participants’ effectiveness to 
manage experiences of aggression more constructively. It also increased their 
effectiveness in applying this knowledge and skills in their workplaces to manage 
experiences of aggression more constructively.  
 
In conclusion, the participants stated that the self-reflection time in the termination 
phase was important to them in ending the facilitation process.  
 
“Self-reflection, interactive and collaborative learning of the model 
was well received...” (Participant 4) 
 
“Self-reflection is good to end off the session” (Participant 2) 
 
5.3.3 Stage Two: Data collection and evaluation of the model implementation 
in practice and during a focus group after the model’s implementation in 
practice 
 
A focus group was conducted three months after the workshop and after receiving 
monthly journal entries from participants on the open-ended question for month one: 
“How did the model implementation work for you in your place of work?” and for month 
two: “How did the model implementation work for you in practice?” The focus group 
evaluation and findings for the psycho-educational model implementation and 
evaluation included the focus group audio recording and verbatim transcriptions, focus 
group written comments and evaluations, and the researcher’s field notes. The focus 
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group discussions and evaluations were guided by one open-ended question: “How 
did the model work for you in practice?”.  
 
The different sources of data collection in the study were applied to ensure data 
saturation and to triangulate the data to add richness and depth to the findings (Heale 
& Forbes, 2017:98). The triangulation of the data from Stage One and Stage Two 
provided more comprehensive results and increased confidence in the results. Open-
ended coding methods were applied to analyse the data according to Tesch’s 
guidelines for unstructured qualitative data, and Creswell’s approach to qualitative 
data analysis (2014:196-200). Creswell states that the six steps of coding do not 
necessarily follow sequentially as presented, and that all steps are interconnected. To 
confirm the credibility and reliability of the study, an independent coder crosschecked 
the data. The researcher and the independent coder met to reach consensus on the 
findings.  
 
5.3.4 Stage Two: Findings on the implementation and evaluation of the model 
in practice 
 
University lecturers discovered behaviour, knowledge and skills in the workshop that 
were helpful to them and that positively and creatively promoted their development. 
University lecturers also realised that they have to deal with and control experiences 
of aggression by taking responsibility for their own behaviour. They have to take action 
to alter their behaviour and deliberately implement meaningful and purposive 
endeavours to overcome or prevent experiences of aggression. The ‘constructive 
management’ of experienced aggression is dependent on the successful 
implementation of the model in practice, as well as on university lecturers’ increased 
effectiveness to apply the new knowledge and skills they have discovered and 
acquired. The findings of the university lecturers’ evaluations of the implementation of 
the model in practice during the focus group are presented in the central theme in 
Table 5.4, and the identified themes and categories are provided in Table 5.5. 
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Table 5.4: Summary of the central theme of university lecturer evaluations’ 
data analysis of the implementation of the model 
Central theme 
University lecturers found the model to be important and relevant to their place of 
work. University lecturers implemented the model to manage their experiences of 
aggression differently. The model promoted development and raised awareness of 
competencies needed to increase university lecturers’ effectiveness to manage 
experienced aggression constructively. University lecturers acknowledged the need 
for further knowledge and skills development and for the introduction of the model 
to senior academics and leadership. 
 
Table 5.5: Schematic summary of identified themes and categories of 
university lecturer evaluations’ data analysis of the implementation 
of the model  
THEMES CATEGORIES 
Theme 1 
University lecturers found the model to 
be important and relevant to their place 
of work. 
Category 1 
The implementation of the model 
increased university lecturers’ 
awareness, recognition and 
understanding of destructive 
management of experienced aggression  
 
Category 2 
The model answered university 
lecturers’ challenges in their place of 
work 
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THEMES CATEGORIES 
Theme 2 
University lecturers implemented the 
model to manage their experiences of 
aggression differently 
Category 1 
The model supported university 
lecturers to deal with experiences of 
aggression 
 
Category 2 
The model supported university 
lecturers to control experiences of 
aggression 
Theme 3 
The model promoted development and 
raised awareness of competencies 
needed to increase university lecturers’ 
effectiveness to manage experienced 
aggression constructively  
Category 1 
The model promoted university 
lecturers’ development on cognitive, 
behaviour, skills and affective levels 
 
Category 2  
Raised awareness of intrapersonal 
competencies increased university 
lecturers’ effectiveness 
 
Category 3 
Raised awareness of interpersonal 
competencies increased university 
lecturers’ effectiveness 
 
 
 175 
THEMES CATEGORIES 
Category 4 
Raised awareness of effective 
communication and aggression 
management competencies increased 
university lecturers’ constructive 
management of aggression 
Theme 4 
University lecturers acknowledged the 
need for further development and for 
the model to be introduced to senior 
academics and leadership. 
Category 1 
University lecturers acknowledged the 
need for further development 
 
Category 2 
University lecturers acknowledged the 
need for the model to be introduced to 
senior academics and leadership 
 
5.4 OVERVIEW 
 
Looking at the findings, the perception is that the implementation of the model was 
successful and the university lecturers as participants benefitted from this model. The 
participants reported that they have a greater understanding of the types of aggression 
and are now able to recognise it. They also stated that they are aware of how specific 
behaviours and actions constitute destructive management of experiences of 
aggression and add no value on a personal or professional level. 
 
During the focus group discussions, participants mentioned how they developed from 
running away from an aggressive situation or ‘fighting fire with fire’, to finding 
confidence and a means to voice their opinions and feelings appropriately. One 
participant reported that the implementation of the model even improved her mental 
health. Another participant reported that she could manage personal conflict situations 
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well, but she did not know how to resolve aggressive situations between others in her 
place of work. She said that she had applied the model to resolve an aggressive 
situation between two colleagues who are now much more amiable. Another 
significant aspect for the participants was that by implementing the model in their 
places of work and using the model as a reference, they became more self-aware of 
how they handle experiences of aggression. They are now able to better self-manage 
their understanding and control of these situations and experiences. They reported 
that the application of the model improved their interactions and relationships. 
 
The participants reported that they found the model to be important and relevant to 
their different places of work. They implemented the model to manage their 
experiences of aggression differently by now dealing with and controlling these 
experiences. The model promoted participants’ development and raised their 
awareness of competencies needed to increase their effectiveness in managing 
experienced aggression. University lecturers acknowledged the need for further 
knowledge and skills development, and for the introduction of the model to senior 
academics and leadership.  
 
5.4.1 Theme 1: University lecturers found the model to be important and 
relevant to their place of work 
 
The findings revealed that the university lecturers found the model to be important and 
relevant to their place of work. The participants explained: 
 
“The model can assist people to effectively engage with situations of 
aggression.” (Participant 4) 
 
“I feel that this model and workshop was supposed to be presented to all 
lecturers as it’s very important knowledge for this group. As lecturers, we 
experience aggression on a daily basis and it is important that we are 
exposed to this knowledge as it will support us to manage experienced 
aggression in a constructive way.” (Participant 5) 
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“It is relevant particularly for me, as my department or place of work is 
highly aggressive from all stakeholders” (Participant 1) 
 
Chinn and Kramer (2015:236) assert that theory does not only provide an answer to a 
problem, but has to enhance the specific practice. Participants expressed the 
importance and relevance of the model in their place of work for them to improve 
performance and culture. The participants remarked: 
 
“The model should be something that all senior management should be 
instilling in cultures across all departments of the university.” (Participant 
1) 
 
“If utilized by everyone it can change the environment” (Participant 5) 
 
“… which will enhance productivity and morale.” (Participant2) 
 
“The model, when implemented will help employees relate to each other 
in a better, positive and developmental way.” (Participant 3) 
 
“I think we just mentioned it will improve culture within your department 
or within your area wherever you are at. Also productivity, relationships, 
it will improve relationships…” (Participant4) 
 
As explained by Ojo (2014:1&10), any organisation’s corporate culture is vital to ensure 
corporate performance. 
 
5.4.1.1 Category 1: The implementation of the model increased university 
lecturers’ awareness, recognition and understanding of destructive 
management of experienced aggression 
 
During the implementation of the model in the workshop, the misunderstanding of 
experienced aggression was evident in the participants’ responses after the 
aggression visualisation exercise. All of the participants described experienced 
aggression as a type of active or verbal aggression. The participants were of the 
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opinion that the model guided them from unawareness of the problem to awareness 
of the problem on two levels. 
 
Firstly, the participants were of the opinion that the model provided structure and focus 
that assisted them to become aware of the different types of aggression and increased 
their awareness to recognise experiences of aggression.  
 
The participants said: 
 
“…in the workplace I am now more observant of someone’s behaviour, 
and am able to recognise aggressive behaviour.” (Participant 3) 
 
“Recognise the aggression, to actually see it now…” (Participant 4) 
 
Two participants remarked that the increased awareness and recognition of the 
problem was important to increase their effectiveness in managing aggressive 
situations. 
 
“This allows me to take appropriate action, which resulted in no 
escalations of situations towards unmanageable state of affairs” 
(Participant 3) 
 
“I use it to help my colleagues to understand and recognise their own 
conflict situations.” (Participant 2) 
 
Secondly, the participants stated that the model provided structure and focus that 
assisted them to increase their awareness of what destructive management of 
experienced aggression was and the methods of destructive management they 
reverted to in the workplace that needed to be changed. The participants 
acknowledged: 
 
“Shout back.” (Participant 5) 
 
“I hide in my office.” (Participant 1) 
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“I ignore and walk away.” (Participant 3) 
 
“I realised that even when I thought I wasn’t guilty of aggression, that 
even in my silence and ‘pushing it under the rug’ attitude was a form of 
aggression because it didn’t foster positive relations but created 
distance.” (Participant 2) 
 
5.4.1.2 Category 2: The model answered university lecturers’ challenges in their 
place of work  
 
Challenges in the workplace differed from one situation and interaction to the next and 
all human beings experience and deal with workplace challenges in different ways. 
Workplace challenges were thus not only situational and contextual but also 
influenced by people’s individual personalities. The participants realised that conflict 
and challenges occur in any workplace and that they could use the model to address 
their challenges by adapting it to their individual and specific situations.  
 
“The model helps me to recognise the different types of challenges, 
which allows me to manage each challenge differently and 
appropriately.” (Participant 2)  
 
“It allows me to reflect and not to only be on the defence when situations 
arise.” (Participant 3)  
 
“The model addresses issues that are challenges in my workplace.” 
(Participant 5)  
 
“It helps me in understanding of the challenges at hand and finding a 
workable goal or solution over a period of time. This is the starting point 
of working past the aggression to a more positive place.” (Participant 4)  
 
McFarlin (2018:n.p.) points out that friction will inevitably occur at times, even in the 
best companies because of divergent personalities that work together. In addition, 
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McFarlin (2018:n.p.) further emphasises the importance of offering employees training 
to learn how to manage and beneficially handle these challenges. 
 
5.4.2  Theme 2: University lecturers implemented the model to manage their 
own experiences of aggression differently  
 
Participants claimed that after the workshop and by implementing the model in practice 
in their places of work, they managed experiences of aggression differently and much 
more constructively. The participants stated that:  
 
“It allows me to take appropriate action, which resulted in no escalations 
of situations towards unmanageable state of affairs” (Participant 3)  
 
“The model enabled me to reflect at the situation and direct positive 
energy and mind set to what’s important…” (Participant 1)  
 
“The model helped me to reflect, contextualise the situation and make a 
decision on how to positively deal with the situation.” (Participant 2)  
 
Management in this study was defined as to deal with and control experiences of 
aggression. After the implementation of the model, participants managed experiences 
of aggression differently because of the realisation that improved effectiveness to 
manage aggression constructively is each individual’s own responsibility. This 
realisation and the knowledge and skills discovered and developed during the 
workshop was helpful for the participants and promoted their development to deal 
with and control experiences of aggression. 
 
5.4.2.1 Category 1: The model supported university lecturers to deal with 
experiences of aggression  
 
Dealing with the problem of experienced aggression started when participants could 
recognise the problem and then admit to it being a problem in their place of work. The 
next step in dealing with the problem was for the participants to take action to change 
and improve their behaviour towards the problem and situation. Participants explained 
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how they deal with the experiences of aggression to manage it differently and 
constructively:  
 
“I deal with it by putting it into perspective.” (Participant 5)  
 
“…put it into perspective, the aggression, reflect and then respond and 
then also not, do not avoid it. That isn’t constructive at all.” (Participant 
2) 
  
“Building relationships in your work environment can help. In my opinion, 
this is the best way to deal with aggression and frustration…” (Participant 
4)  
 
“I am more attentive in aggressive situations, realising what is 
happening, reflecting on the situation and then handle it positively or to 
have a positive outcome.” (Participant 3)  
 
One participant observed that:  
 
“…if you respond it is positive, if you react it may be negative so turn the 
react into respond rather.” (Participant 1)  
 
Johnson (2009:310-311) affirms the importance of assessing the problem and 
focussing on the issue rather than the person. 
 
5.4.2.2 Category 2: The model supported university lecturers to control 
experiences of aggression  
 
The university lecturers agreed on the importance of dealing with and controlling 
aggressive experiences. They realised that they could manage aggressive situations 
and people by applying the soft skills they developed through the implementation of 
the model or by having an appropriate plan in place.  
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“Control it by being fair to everybody and giving everybody a chance to 
voice their grievances or their opinions…” (Participant 3)  
 
 “Taking control of how you handle the problem is to have an action plan 
– communication, action and objective.” (Participant 2)  
 
One participant explained how he took control of an aggressive person. This 
demonstrated improved effectiveness to manage experienced aggression 
constructively.  
 
“I acknowledge the person and say I understand that you’re angry with 
me but this is not the way to talk to me. If you want to discuss it in a 
reasonable fashion you’re welcome to sit down and do it right now. If you 
don’t want to you’re welcome to go away first and come back and then 
we discuss it.” (Participant 4)  
 
Johnson (2009:310-311) argues that good techniques to control aggression is to take 
ownership of your own emotions and the issue, and to be assertive.  
 
5.4.3 Theme 3: The model promoted development and raised awareness of 
competencies needed to increase university lecturers’ effectiveness to 
manage experienced aggression constructively 
 
In evaluating the model’s implementation, participants said that the model was helpful 
in promoting their development on various levels. They were also of the opinion that 
the knowledge and competencies shared in the workshop improved their effectiveness 
on intrapersonal and interpersonal levels. It improved their communication and 
aggression management skills, which resulted in them managing experiences of 
aggression more constructively.  
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5.4.3.1 Category 1: The model promoted university lecturers’ development on 
cognitive, behaviour, skills and affective levels  
 
The university lecturers indicated that they learned new knowledge and skills that 
improved their performance and conduct. The following quotations support this 
statement:  
 
“Learning about the model enhanced my thinking and self-reflection on 
skills that I am lacking to promote self-development…” (Participant 1) 
 
“…the intervention and effort to move away from the aggressive 
behaviour has work and new interpersonal skills has been acquired.” 
(Participant 4) 
 
“…I feel I can manage, deal with and control aggression in the workplace 
in a much informed way.” (Participant 5)  
 
5.4.3.2 Category 2: Raised awareness of intrapersonal competencies increased 
university lecturers’ effectiveness 
  
During the implementation of the model participants’ effectiveness increased; this 
enabled them to read aggressive experiences correctly and respond to it 
appropriately. Participants’ collaborative interaction, self-directed learning and self-
reflection throughout the process created increased effectiveness and new thinking on 
how to deal with and control the problem. 
 
Participants also reflected on self-management, self-control and emotional control 
which increased their effectiveness to manage experienced aggression 
constructively.  
 
“…learned to don’t take it personally.” (Participant 4) 
  
“…take emotion out of the situation.” (Participant 2) 
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“Manage own behaviour…” (Participant 1) 
 
“I am able to manage my emotions much better.” (Participant 5)  
 
“Not to react immediately, take time to reflect and then respond…” 
(Participant 2)  
 
“I also tried to regularly reflect on past situations and how I could have 
handled it better. Self-reflecting on your reactions help you to grow” 
(Participant 4)  
 
The self is multidimensional, influenced by culture and life experienced and slow to 
change (Johnson, 2009:67). However, despite this, increased self-awareness can 
strengthen and improve relationships with other individuals. Based on the ideas of 
Harwood (2017:178-179), experiences of aggression can be controlled if a person 
takes action to minimise it in the way they behave and think about the problem; to 
achieve this, effective communication and relationship building is required. Another 
essential point according to Covey (2013:31) is that effectiveness does not only rely 
on change of behaviour but also on the understanding of own ‘paradigms’ and 
willingness to possibly make a ‘paradigm shift’ before change and development will 
occur. 
 
5.4.3.3 Category 3: Raised awareness of interpersonal competencies increased 
university lecturers’ effectiveness  
 
It is important to understand others if a person wants to manage experiences of 
aggression constructively. Participants achieved the understanding of other people 
and positive relationship building in their place of work by making perspective 
paradigm shifts and changing some personal behaviours. This is evident in the 
participant statements:  
 
“it can be used as an asset, seeing it from a different angle.” (Participant 
3)  
 
 185 
“Empathy – employers should understand other co-workers’ feelings and 
emotions as this will improve how they interact and communicate in the 
workplace.” (Participant 5)  
 
“I try to regularly reflect on past situations and how I could have handled 
it better.” (Participant 4)  
 
“Be open to the other person’s point of view, you open yourself up so 
you learn…” (Participant 2)  
 
As explained by Johnson (2009:2-8), there is power in constructive relationships and 
one of the tools to achieve this is effective interpersonal competencies. 
 
5.4.3.4 Category 4: Raised awareness of effective communication and 
aggression management competencies increased university lecturers’ 
constructive management of aggression 
 
In the model’s implementation, a raised awareness of effective communication and 
aggression management skills was accomplished. The participants remarked: 
 
“I think that often where aggression comes in is we misunderstand and 
we don’t listen properly.” (Participant 3)  
 
“Communication skills are very important to speak in a way that would 
be able to understand what I am saying. ‘Aggression management skills 
so that people don’t walk over you’” (Participant 1)  
 
“You need to communicate all your concerns” (Participant 4) 
  
“My resource was to take a deep breath, do introspection and 
communicate clearly…” (Participant 2)  
 
“…and communicate with co-workers and leaders in a much effective 
way.” (Participant 5)  
 186 
According to Johnson (2009:130), communication is only effective if the individual 
hears the exact message that the other person intended to convey. Individuals will only 
understand the true underlying meaning of the message by listening attentively and 
actively (Johnson, 2009:131). 
 
5.4.4  Theme 4: University lecturers acknowledged the need for further 
development and for the model to be introduced to senior academics 
and leadership 
 
The participants displayed insight that they needed further development to master 
constructive management of experienced aggression. The structure of the model 
allowed for the possible need for additional facilitation. Participants’ recurring feedback 
on the need for more development and knowledge and skills to manage experienced 
aggression constructively, demonstrates the importance of softer skills training for 
university lecturers to increase their effectiveness on a personal and professional 
level. What is more, participants stated that they feel there is a need for the model to 
be introduced to senior academics and leadership, and not only junior faculty 
members.  
 
A participant said:  
 
“The model is so useful and I believe that if introduced to senior 
members, there would be an environment that is untouchable in terms 
of productivity, satisfaction and leadership.” (Participant 1) 
  
5.4.4.1 Category 1: University lecturers acknowledged the need for further 
development  
 
Some of the participants highlighted the need for further training and development to 
deepen their knowledge and skills. They also wanted additional techniques, tools and 
real-world examples in their place of work to discuss and collaboratively interact with 
to enable them to master constructive management of any experienced aggression. 
Examples of these responses include: 
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“…would like to spend more time on it.” (Participant 4)  
 
 “Need more time to discuss examples and real-life experiences. Find 
out what we as lecturers have in common.” (Participant 3)  
 
“Needs actual practical examples of experiences of aggression from the 
top, by peers and from students. Practical examples to everyday 
aggression situations.” (Participant 1)  
 
“Training is essential because it will create awareness and allow for the 
skills to be practically implemented at all levels of aggression 
experiences” (Participant 2)  
 
“I wish to attend more of this kind of workshops.” (Participant 5)  
 
“The model is a practical approach to lift individuals out of the negative 
downward spiral into a positive process. Leaving the individual 
empowered with tools and skills and a means to reach a more ‘positive 
space’ in terms of managing aggression.” (Participant 1)  
 
5.4.4.2 Category 2: University lecturers acknowledged the need for the model 
to be introduced to senior academics and leadership 
 
During the reflection and all evaluations of the implementation of the model in the 
workshop and in practice, participants repeatedly expressed the need for the model 
to be introduced to senior faculty and leadership: 
 
“I believe strongly that any staff dealing with people on a daily basis will 
benefit from this knowledge any person in any level or position does 
experience or go through the process of aggressiveness, either as a 
victim or the aggressor.” (Participant 5) 
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“It will help improve how aggression is dealt within the institution – it will 
positively influence the culture and interpersonal relationships.” 
(Participant 2)  
 
“All levels of faculty experience aggression. Senior level and junior level 
experience aggression and all could benefit from this model.” 
(Participant 3) 
  
“If self-reflection starts at the top, then the culture will be cultivated from 
within.” (Participant 1)  
 
Despite some needs that were identified in the findings, the psycho-educational model 
evaluation successfully complies with the criteria of Chinn and Kramer (2015:199-
208); the model is clear, simple, general, accessible and important. Additionally, the 
purpose of the model was to facilitate constructive management of experienced 
aggression by university lecturers. Based on the data collected from participants it is 
evident that their effectiveness to constructively manage experienced aggression was 
increased and improved. The importance of the model is a strong and recurring theme 
in the results of the data.  
 
5.5 CONCLUSION  
 
In this chapter, the implementation of the psycho-educational model for university 
lecturers to facilitate constructive management of experienced aggression in a 
workshop was discussed in depth. Furthermore, the findings of the single case study 
were described after the university lecturers implemented the model in practice in their 
place of work. Dickoff, et al. (1968:429-430) stress that the purpose of a theory is 
central to the evaluation of a theory. The researcher thus argued that the form and 
function of the model fit the argument of Dickoff, et al. (1968:429-430) and that the 
model and theory that was developed achieved its intended purpose and influenced 
the reality for which it was developed.  
 
In this chapter, the data collection, data analysis and findings of the data support the 
researcher’s conclusion that the psycho-educational model for university lecturers to 
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facilitate constructive management of experienced aggression does work. In the 
concluding chapter, the conclusions, recommendations, limitations of the study and 
further studies that could be conducted to further develop the theory and model will be 
discussed.  
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CHAPTER 6 
CONCLUSIONS, LIMITATIONS AND RECOMMENDATIONS 
 
6.1 INTRODUCTION 
 
The study set out to develop, describe and evaluate a psycho-educational model as a 
conceptual framework of reference for university lecturers to facilitate constructive 
management of experienced aggression. In Chapter 5 the implementation, evaluation 
and findings of the psycho-educational model for university lecturers to facilitate 
constructive management of aggression were described. In this chapter, the main 
findings regarding the research objectives are summarised and conclusions are 
discussed. Thereafter, recommendations for the use of the model are made.  
 
6.2 OVERVIEW OF THE STUDY 
 
In this study, the researcher used a qualitative, exploratory, descriptive, contextual 
and theory-generating design to develop a psycho-educational model for university 
lecturers to facilitate constructive management of experienced aggression. First, the 
model was developed and described. Second, the model was implemented in (a) a 
workshop for university lecturers and then in (b) practice by the university lecturers at 
their places of work. The model was evaluated during the development and description 
phase and then directly after the workshop, one week after the workshop, each month 
for three months during the implementation of the model in practice, and in conclusion 
of the process in a focus group after the implementation of the model in practice. 
Open-ended questions were used for all evaluation methods. 
 
6.2.1 Background and rationale 
 
As discussed in Chapter 1, due to human diversity, culture and beliefs, the experience 
of aggression is inevitable at some point of human interaction (Oxford bibliographies, 
2016; ISRA society, 2016). The experiences of aggression is also not a new 
phenomenon and scholars conducted abundant research of experienced aggression 
in various forms in diverse work environments (Breet, et al. 2010:514-515; 
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Evangilides, 2007; Kelloway, et al. 2010:18-19). Experiences of aggression in the 
workplace affect employees in many forms and often contributes to physical and 
mental health issues (Schat & Frone, 2011:25-40) that could lead to unproductivity, 
absenteeism, and in the worst scenario, resignations (Lim, Ilies, Koopman,  
Christoforou & Arvey,  2018:2889; Schat & Frone, 2011:25-40). The aforementioned 
issues have a significant impact on organisations in terms of financial implications, 
retention, productivity and profitability (Hershcovis, Reich & Niven, 2015:9-10; Hunt & 
Hughey, 2010:40). 
 
Referent to the literature review, in her Master’s dissertation the researcher became 
aware that experiences of aggression is a phenomenon in all workplaces, including 
universities. Although studies on aggression at universities are available, it often 
focuses on student aggression and students’ experiences of aggression. Thus, in the 
Master’s findings, the identified gap presented evidence that university lecturers 
experienced aggression, hidden in frustration, on different levels and in many forms 
within their place of work. Due to their position as university lecturers, there is a high 
demand for them to appropriately handle experiences of aggression. Most of the 
lecturers applied destructive management to experienced aggression and this 
demonstrated negative aggression and conflict management skills. In conclusion, the 
university lecturers stated that they have a need for support and soft skills 
development from their place of work. The central concept for the study ‘facilitate 
constructive management’ of experienced aggression by university lecturers was 
formulated from these themes and findings. 
 
6.2.2 Research question, purpose and objectives 
 
The research question “What can be done to support university lecturers to 
constructively manage experienced aggression?” was formulated from the findings of 
the researcher’s Master’s dissertation. The purpose of the study was thus to develop, 
describe and evaluate a psycho-educational model as a conceptual framework of 
reference for university lecturers to facilitate the constructive management of 
experienced aggression. Specifically identified objectives established the purpose of 
this study to investigate what can be done to support university lecturers to 
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constructively manage experienced aggression. The following research objectives 
were posited:  
 
• identify the central concept for this study from the Master’s dissertation findings 
of Toerien (2014); 
 
• define and classify the central concept from Toerien (2014); 
 
• describe the relationships between the concepts; 
 
• develop, describe and evaluate a psycho-educational model for university 
lecturers to manage experiences of aggression constructively at a university in 
South Africa; and 
 
• implement and evaluate the psycho-educational model for university lecturers 
to facilitate the constructive management of experienced aggression. 
 
Conclusions for this study were based on university lecturers’ experiences of 
aggression. 
 
6.2.3 Ethical measures 
 
Throughout the study, the researcher followed strict ethical principles due to the 
study’s social research design (exploratory, descriptive and contextual in nature). 
Strict adherence to ethical principles in the planning of the research, voluntary 
participation, the implementation of the model in a workshop, and in evaluating the 
model through journal entries and in a focus group was important for the credibility of 
the study and the protection of the participants. The four ethical principles that were 
adhered to are autonomy, non-maleficence, beneficence, and justice. Thus, in this 
study the researcher: 
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• respected and protected the participants’ human rights to participate in the study,  
 
• protected and will protect the participating lecturers’ anonymity, confidentiality and 
safety,  
 
• will give feedback of the study to the faculty where the study was conducted, as 
well as to the participants in the study to apply in their environment to the benefit 
of all lecturers and the faculty, and 
 
• applied fairness and objectivity throughout the research by respecting the 
participants’ basic human rights, dignity, social and cultural values and norms. The 
researcher was also open and honest about the purpose and content of the 
research study. 
 
6.2.4 Research design and method 
 
In Chapter 2 the scientific justification of the research design and methodology 
provided the plan for the research. A theory-generating design that is qualitative, 
exploratory, descriptive and contextual was used. The researcher also clarified her 
philosophical assumptions that underpinned this study. A postmodern, constructivist-
interpretive philosophy framed this research study. Thus, the researcher applied the 
most suitable research design and research method to ensure the trustworthiness of 
the research as a social science and psycho-educational study. Guba and Lincoln’s 
(1985) criteria for trustworthiness were used. The criteria of truth value confirmed by 
credibility, applicability confirmed by transferability, consistency confirmed by 
dependability, and neutrality confirmed by confirmability, was accomplished because 
of the various forms of data collection in different phases of the data collection process, 
thick data descriptions and data saturation. 
 
6.2.5 Theory development and description of the model 
 
In Chapters 3 and 4 the model development was described and discussed. The theory-
generating research design of the model consisted of the four steps of Chinn and 
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Kramer (2015:164-177), Walker and Avant’s (2011:157-167) procedures for concept 
analysis, and the concept description of theory generation by Dickoff, et al. (1968).  
 
The description of “A psycho-educational model for university lecturers to facilitate the 
constructive management of experienced aggression” is based on logic and form. 
First, the central concept ‘facilitate constructive management’ of experienced 
aggression was identified from the researcher’s Master’s dissertation. Second, the 
central concept was identified in three stages, from the general to the specific, 
according to Dickoff et al’s. (1968) survey list to ‘facilitate constructive management’ 
(Toerien, 2014). After identifying the central concept, the concepts ‘facilitate’, 
‘constructive’ and ‘management’ were independently defined using dictionary and 
subject literature definitions. The essential attributes of the central concept to ‘facilitate 
constructive management’ of experienced aggression by university lecturers, defined 
the central concept as: 
 
“A process which the facilitator makes easier for the university lecturers. 
The facilitator assists the university lecturers to increase their 
effectiveness to manage experiences of aggression constructively. 
University lecturers’ increased effectiveness is helpful to them and 
promotes their development. With their promoted development and 
increased effectiveness, university lecturers should deal with and control 
their experiences of aggression.” 
 
Subsequently, the researcher described a fictitious model case to enhance clarity and 
demonstrate the central concept and its essential and related attributes. During the 
classification of the central concept, the terminus or outcome of the model and the 
result of the identified facilitation process was for university lecturers to ‘manage’ 
experienced aggression ‘constructively’. Third, the identified relationship statements 
for this conceptual framework contributed to the understanding of the concepts in their 
entirety as part of the model instead of isolated individual descriptions. The 
relationship statements provided structure to the theory and formed the essence of 
the theory.  
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Fourth, the purpose, context, concepts, theoretical definitions, relationship statements 
and assumptions of the model were described. Chapter 4 followed with a visual 
presentation and description of the structure of the model. After a detailed description 
of the process of the psycho-educational model, with reference to the relationship 
phase, the working phase and the termination phase, there was a brief discussion of 
the implementation of the model. Finally, the developed model was evaluated by a 
panel of peer reviewers and model development experts according to the criteria for 
critical reflection described by Chinn and Kramer (2015:199-208).  
 
6.2.6 Implementation and evaluation of the model 
 
The researcher discussed the implementation, evaluation and findings of the model in 
Chapter 5. The model was implemented in two stages. In Stage One, the model was 
implemented in a workshop for university lecturers who have experienced aggression 
at a university. In Stage Two, the university lecturers implemented the model in 
practice in their places of work at the university. The implementation of the model to 
facilitate constructive management of experienced aggression in a workshop 
constituted a single case study (Yin, 2011:46-47). The evaluation of the model 
implementation occurred in three stages. The two stages of the implementation of the 
model are discussed first, followed by a discussion of the three stages of the model 
evaluation.  
 
6.2.6.1 Stage One - Implementation of the model in a workshop 
 
The researcher prepared for the workshop and adhered to strict ethical measures. The 
workshop occurred in three phases, namely the relationship phase, the working phase 
and the termination phase. The researcher, as facilitator, welcomed participants 
during the relationship phase and clarified her role as psycho-educator. In this phase 
trust and rapport was built between the facilitator and participants and among the 
participants. The purpose of the workshop was explained and participants were 
assisted in understanding the phenomenon of experienced aggression and the 
problem of destructive management of experienced aggression. In line with the 
aforementioned, participants formulated shared objectives for the workshop. 
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The main aim of the working phase was to increase the participants’ effectiveness to 
‘manage’ experienced aggression ‘constructively’. Participants were assisted through 
tasks and activities to self-discover, interact collaboratively and learn, on a personal 
and interpersonal level that were helpful to promote their development. Participants 
further discovered four competencies, namely intrapersonal and interpersonal 
competencies, as well as effective communication and aggression management 
competencies. These gained knowledge and competencies increased university 
lecturers’ effectiveness and were helpful to promote their development to deal with 
and control experiences of aggression.  
 
During the termination phase, the participants had the opportunity for group reflection 
on the process of learning, and if the shared group objectives, namely wanting to learn 
to deal with and manage experiences of aggression, were realised. The participants 
also had the opportunity to engage in introspective, retrospective and summative self-
reflection of the process, achieved effectiveness and promoted development to 
manage experiences of aggression as a life-long process and journey. Stage Two of 
the model’s implementation follows. 
 
6.2.5.2 Stage Two: Implementation of the model in practice 
 
The participants agreed to implement the model in practice in their places of work for 
three months. The model’s implementation in practice by university lecturers was 
followed by a final focus group interview to conclude the process of the model’s 
implementation and evaluation. 
 
6.2.6  Evaluation of the model’s implementation  
 
The evaluation of the model’s implementation was a continuous process until data 
saturation was reached. The evaluation of the model also occurred during the two 
stages of the model’s implementation. In Stage One, the model was evaluated during 
its implementation in a workshop. Directly after the workshop, the participants wrote 
self-reflective feedback on the one open-ended question; “How was the model 
implementation in the workshop for you?”. This was followed with a reflective journal 
entry a week after the workshop, responding to the open-ended question “Reflecting 
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back on the workshop, how was the model implementation in the workshop for you?”. 
In the second stage, the model was evaluated by university lecturers in practice for 
three months at their places of work at the university. The two questions guiding the 
reflective journal entries in practice were: “How did the model implementation work for 
you in your place of work?” and “How did the model implementation work for you in 
practice?” Finally, the model was evaluated in a focus group interview and a final 
reflective written entry directly after the implementation of the model in practice. 
 
6.2.7 Research sample 
 
A purposive sampling of university lecturers in a specific faculty at a university in South 
Africa was done. The only selection criterion was that the participants had to be 
university lecturers who were academic faculty members of an academic division 
within the specific university in South Africa. The university lecturers must have had 
work experience in the academic division for at least three years, but not more than 
five years. Voluntary participation in the workshop was requested and all voluntary 
participants completed a participation and audio recording consent form.  
 
6.2.8 Data collection and analysis 
 
The workshop, as well as the focus group discussions, were audio-recorded and then 
transcribed verbatim. The participants’ two reflective written feedback responses and 
three journal entries, as discussed under the evaluation of the model’s 
implementation, was included with the verbatim transcriptions of the recordings as part 
of the data analysis. Data were analysed by implementing the combined analysis 
guidelines and approaches of Tesch (1990:142-145) and Creswell (2014:196-200). 
The researcher and independent coder met to discuss and evaluate the various data 
sources’ analysis; the verbatim transcripts, all participants’ written and electronically 
captured journal entries and evaluations, as well as the researcher’s field notes and 
observations. The recurring themes, categories and central storyline were discussed 
and consensus was reached. 
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6.3  FINDINGS OF THE STUDY 
 
The findings of the study are discussed based on the development and description of 
the structure of the model and thus the model’s form and fit according to the panel 
reviewers’ evaluation. This is followed by the findings of the model implementation 
data. 
 
6.3.1 Findings based on the data collection and analysis of the model’s 
development  
 
Set against the background of this study’s problem statement and purpose, the first 
objective was to develop and describe a psycho-educational model for university 
lecturers to facilitate constructive management of experienced aggression. The central 
concept identified from the researcher’s Master’s dissertation was to ‘facilitate 
constructive management’ of experienced aggression by university lecturers. 
Thereafter, the model was developed and described, and a visual presentation of the 
structure and operationalisation of the model was presented to a panel of peer 
reviewers and model development experts for evaluation. The evaluation of the model 
was based on Chinn and Kramer’s (2015:199-209) criteria. The panel’s findings 
described the model as important for university lecturers’ development and to increase 
university lecturers’ effectiveness to manage aggression constructively. Additionally, 
the model was viewed as easy to understand and applicable not only in the workplace 
but in other real-world situations such as social interactions, more formal interactions, 
and interactions among family and friends. Thus, the model answered the questions: 
“What is this” and “How does it work” (Chinn & Kramer, 2015:187-208). The purpose 
of the study to develop, describe and evaluate a psycho-educational model as a 
conceptual framework of reference for university lecturers to ‘facilitate the constructive 
management’ of experienced aggression was successfully accomplished. 
 
6.3.2 Findings on the data collection and data analysis of the implementation 
of the model 
 
Set against the background of this study’s problem statement and purpose, the second 
objective of this research study was to implement and evaluate the psycho-
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educational model for university lecturers to facilitate the constructive management of 
experienced aggression. The implementation and evaluation of the model as a 
conceptual framework of reference for university lecturers set the stage for deliberate 
examination, description and critical reflection of the model in a workshop. Critical 
reflection on the model without biased views of meaning was thus implemented in this 
single case study, qualitative theory-generating design (Chinn & Kramer, 2015:220-
222). The model’s implementation and evaluation in practice at the university lecturers’ 
place of work were followed by a concluding focus group. The central theme of the 
findings was: University lecturers found the model to be important and relevant to their 
place of work. University lecturers implemented the model to manage their 
experiences of aggression differently. The model promoted their development and 
raised awareness of competencies needed to increase university lecturers’ 
effectiveness in managing experienced aggression constructively. University lecturers 
acknowledged the need for further knowledge and skills development and for the 
model to be introduced to senior academics and leadership. 
 
Four distinctive themes and ten categories emerged from the collected and analysed 
data. The participants felt they gained a greater understanding of the problem in their 
workplace and that the implementation of the model improved their effectiveness on a 
personal and professional level. The participants also felt the model helped them to 
develop from destructive to constructive management of experiences of aggression. 
A brief summary of the four themes and their categories follows. 
 
6.3.2.1 Summative findings of Theme 1: categories 1 and 2 
 
University lecturers found the model important and relevant to their place of work. The 
participants often experienced aggression on various levels of interaction in their place 
of work and felt that the model assisted in the effective management of these 
situations. Participants stated that the model could improve the culture of their place 
of work, which could increase their performance if the workplace culture is more 
positive. The model further increased university lecturers’ awareness, recognition and 
understanding of the aggression experienced and their destructive management of 
this experienced aggression. This increased awareness of the problem enhanced 
university lecturers’ effectiveness to manage these experiences more constructively. 
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The participants also experienced that the model answered challenges in their place 
of work and thus helped them to reflect on the different challenges individually and 
then respond appropriately. 
 
6.3.2.2 Summative findings of Theme 2: categories 1 and 2 
 
University lecturers implemented the model to manage their experiences of 
aggression differently. The model supported university lecturers to deal with 
experiences of aggression differently because they now recognised the problem, 
acknowledged it to be a problem in their place of work, and realised that the 
responsibility lies with them to take action to change and improve their behaviour 
towards the problem and situation. The model further supported university lecturers to 
control experiences of aggression because they now applied self-control, emotional 
control and reflected on the problem before taking action. Participants felt they now 
responded rather than reacted to experiences of aggression, thus the model increased 
their effectiveness to manage experienced aggression constructively. 
 
6.3.2.3 Summative findings of Theme 3: categories 1 to 4 
 
The model promoted development and raised awareness of competencies necessary 
to increase university lecturers’ effectiveness to manage experienced aggression 
constructively. University lecturers experienced the model as helpful on various levels 
of learning. Firstly, the model promoted university lecturers’ development on cognitive, 
behaviour, skills and affective level, which improved their behaviour, responses and 
performance. Secondly, the model raised the participants’ awareness of intrapersonal 
competencies through collaborative interaction, self-directed learning and self-
reflection throughout the process; it increased their effectiveness in self-awareness 
and new thinking on how to deal with and control the problem. Thirdly, the model 
raised awareness of interpersonal competencies of importance; to understand others 
if a person wants to manage experiences of aggression constructively. Increased 
effectiveness by university lecturers was achieved through understanding other 
people and positive relationship building by making perspective paradigm shifts and 
changing some personal behaviour that was perceived as negative and aggressive. 
Lastly, the model raised awareness of effective communication and aggression 
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management competencies that increased university lecturers’ effectiveness because 
they implemented affective communication and listened to other people when they 
communicated or argued. 
 
6.3.2.4 Summative findings of Theme 4: categories 1 and 2 
 
University lecturers acknowledge the need for further development and for the model 
to be introduced to senior academics and leadership. Participants expressed the need 
for further development to master constructive management of experienced 
aggression. This demonstrates the importance of softer skills training, not only 
professional skills training, for university lecturers to increase their effectiveness on a 
personal as well as a professional level. Participants also felt there is a need for the 
model to be introduced to senior faculty and leadership and not only junior faculty 
since aggression in higher education is experienced on all levels and a positive work 
environment and culture starts from the top down. 
 
Based on the aforementioned findings on the implementation and evaluation of the 
model, in a single case study, in practice in the workplace, and the focus group 
discussions and evaluation, the researcher concludes that the second objective of the 
study was achieved. Therefore, in conclusion of the research findings, the psycho-
educational model works well and assists university lecturers to increase their 
effectiveness in dealing with and controlling experiences of aggression by 
implementing discovered knowledge and skills that are helpful in promoting their 
development, and ultimately culminates in their constructive management of 
experienced aggression.  
 
6.4 LIMITATIONS OF THE STUDY 
 
The study provides a model for junior faculty at a university to facilitate the constructive 
management of experienced aggression. It is important to recognise that there are 
limitations to the study, such as the fact that the study included only a specific faculty 
at a university, and not all faculties of a university. Furthermore, social scientific 
research is complex and influenced by many challenges. The three challenges the 
researcher experienced during this study follows. 
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6.4.1 Sample selection and voluntary participation 
 
The study was conducted in a specific faculty at a particular university in South Africa. 
The researcher approached 28 university lecturers who fit the sample criteria. The 
challenge was their responses to the invitation and request for voluntary participation. 
After the initial electronic invitation and request for participation, only a few people 
responded. The researcher then followed up either telephonically – but people could 
not be reached in their offices – or electronically, with no responses received. A few 
declined the invitation but did not elucidate their reasons. Eventually, seven university 
lecturers responded to voluntarily participate in the workshop, of which only five 
participants attended. 
 
6.4.2 Time and availability 
 
The second challenge was university lecturers’ academic responsibilities, which 
include teaching, learning and research, students’ winter schools, conference 
attendance, and university academic holidays. It was thus a challenge to finalise a 
specific date and time in the calendar that suited all voluntary participants. 
 
6.4.3 Time and participation 
 
The third challenge related to the challenge of availability discussed in Section 6.4.2; 
the workshop had to fit into half a day. It would have been better to implement the 
model in a day-and-a-half workshop to be able to go into deeper discovery and 
discussions of the four competencies. Even with the workshop only being half a day, 
one of the participants had to leave and return during the workshop to attend another 
important departmental meeting. The researcher, as facilitator, accommodated this 
gap by meeting and concluding the workshop from the working phase to the 
termination phase again on a one-on-one basis. Another participant could eventually 
not attend the focus group, even though it was during the university’s study week 
before the final exams, because students arrived with academic queries.  
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6.5 VALUE OF THE STUDY 
 
Aggression experienced in the workplace is a reality of life. All people encounter 
aggression in some form at a given point in their lives and this may affect people in 
many different ways. People’s development in the workplaces often only focus on 
professional training and skills development and the softer skills training and 
development are moved onto the backburner. Employers in industry and in higher 
education have a responsibility to ensure the wellbeing of all employees. Therefore, 
the study has theoretical as well as practical value in the field of psycho-education, 
and for universities and higher education overall. The contribution this study makes to 
universities and higher education is a psycho-educational model that addresses the 
link between university lecturers’ experiences of aggression on various levels and in 
a variety of forms at a university, and increasing the effectiveness of university 
lecturers to ‘manage’ experienced aggression ‘constructively’. 
 
The study identified knowledge and skills that are helpful to promote university 
lecturers’ development and also to increase their effectiveness to deal with and 
manage experienced aggression constructively. The implementation of the model at 
the university and in higher education as part of university lecturers’ training and 
development, may improve professional and personal performance, elevate the 
retention factor, and instil a more positive and productive work environment. 
 
6.6 RECOMMENDATIONS  
 
The researcher reviewed the study objectively to make recommendations. Prins 
(2015:204) stresses the importance of revisiting a case study to inform further 
research. As a result, the following areas are suggested for further research:  
 
6.6.1 Recommendations for the model’s implementation in practice 
 
The psycho-educational model is vested in the assumption that with facilitation 
university lecturers’ effectiveness could be increased to ‘manage’ experienced 
aggression ‘constructively’. Hence the following recommendations are made: 
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• The findings revealed that university lecturers experience a need for training and 
development of knowledge and skills to ‘manage’ experiences of aggression 
‘constructively’. The university lecturers suggested that the model could thus be 
implemented as part of all newly appointed staff members’ orientation. 
 
• The university lecturers also suggested that the model could be implemented as 
part of the university’s staff development, talent management focus and policies. 
 
• Due to university lecturers’ need for further training and development on knowledge 
and skills to manage experiences of aggression constructively, it could be 
considered to invite the participants to a follow-up workshop focussing on deeper 
discovery and learning of the four specific competencies. 
 
• There is an opinion from junior faculty that the model should be introduced on senior 
faculty and leadership levels. 
 
6.6.2 Recommendations for education and psycho-education 
 
The researcher identified a gap in the scientific body of knowledge on information to 
support, develop and upskill university lecturers to manage experiences of aggression 
constructively. Since this study focussed on a psycho-educational model for university 
lecturers to facilitate the constructive management of experienced aggression, the 
following recommendations are made for educational and psycho-educational 
purposes:  
 
• The model could be applied in educating and training line managers overseeing 
junior faculty. 
 
• The model could be applied in educating and training human resource 
professionals to improve their development and increase their effectiveness to deal 
with university lecturers who experience aggression in their place of work. 
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• The model could be applied for all new university lecturers as part of their induction 
to a university career to promote development and increase effectiveness. 
 
• The model could be applied in educating and training facilitators as psycho-
educators to understand the phenomena of aggression and destructive 
management of experienced aggression. 
 
6.6.3 Recommendations for further research 
 
Recommendations for further research are to: 
 
• Research the effectiveness of the model in all the faculties, on all academic and 
leadership levels of a university. 
 
• Research the applicability and effectiveness of the model in other contexts than 
the university environment. 
 
• Conduct a comparative study of the applicability and effectiveness of the model on 
a national level. 
 
• Conduct a comparative study of the applicability and effectiveness of the model on 
a continental and international level. 
 
6.7 CONCLUSION 
 
In this final chapter, conclusions of the psycho-educational model were presented, and 
the study’s limitations and recommendations were underscored. This chapter also 
signifies the final reflectivity and conclusion of this thesis. Although this is the end of 
the study and the final curtain call, the researcher is hopeful that this is not the end of 
the model’s implementation in practice in the workplace. It is the researcher’s view 
that the model achieved the aim of the research and works by assisting university 
lecturers through facilitation to increase their effectiveness to manage experienced 
aggression constructively. Also, university lecturers’ awareness of intrapersonal, 
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interpersonal, effective communication and aggression management competencies 
were raised. The research makes a creative and distinctive contribution to education 
and psycho-education. The research may also contribute positively to the field of 
human resources, and people and talent management practices in terms of staff 
development. 
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PROFESSOR XX, EXECUTIVE DEAN: FACULTY OF XX, UNIVERSITY OF XX 
REQUEST TO CONDUCT RESEARCH IN THE FACULTY OF MANAGEMENT, UNIVERSITY OF 
JOHANNESBURG 
 
I Rika Ronél Toerien (Staff number: x / Student number: x), hereby request permission to conduct the 
research project entitled “A psycho-educational model for university lecturers to facilitate the 
constructive management of experienced aggression” as a requirement for a degree of PHILOSOPHIAE 
DOCTOR (EDUCATIONIS) in PSYCHOLOGY OF EDUCATION in the Faculty of Education at the University 
of Johannesburg. The study will be done under the supervision of Professor CPH Myburgh of the 
Department of Psychology of Education and co-supervision of Professor M Poggenpoel, Department 
of Nursing Science, at the University of Johannesburg. 
 
BACKGROUND TO THE STUDY 
Aggression among humans is not a new phenomenon. Aggression is destructive and a universal 
phenomenon in humans’ everyday interactions. Anderson and Huesmann (2003:296) argued that 
aggressive human behaviour was already prevailing 25 000 years ago, then, over the years aggressive 
human behaviour displayed a gradual increase among societies, and currently is present in almost all 
societies today. Similarly, Bandura (1973:1) also argued that one of the human actions, namely man's 
aggressive ability, has intensified over many decades and has aroused reflective concern as 
populations’ growth increase became evident. 
 
Aggressive behaviour in social interactions in specific social environments do not just happen, but 
rather result from an individual’s evaluation of the context of that specific social interaction and the 
specific social environment (Mummendey, 2012). It is further important to realize that norms and 
rules related to a specific environment enables individuals to act and react in a socially acceptable 
fashion (Mummendey, 2012). 
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An extensive body of research exist on aggression on many levels and in various social environments. 
The body of research includes research on aggression in schools, such as; Bullying among middle-
school students in low and middle income countries (Fleming & Jacobsen, 2010:73), Learners’ 
experiences of teachers’ aggression in a secondary school in Gauteng, South Africa ( Naicker, Myburgh 
& Poggenpoel, 2014), Learners’ experience of educators’ aggression in a secondary school in 
Gauteng”; and “Meta-synthesis on learners’ experience of aggression in secondary schools in South 
Africa (Myburgh & Poggenpoel, 2009), and other authors such as Prins (2009), Botha (2007) and 
Moosa (2008). 
 
Equally significant research on aggression in the nursing career are available. This is evident in research 
studies such as; Delport (2013) that explored and described the lived experiences of psychiatric nurses 
of aggression among colleagues in the work environment, Delaney, Cleary, Jordan and Horsfall 
(2008:77) on an explorative investigation “into the nursing management of aggression in acute 
psychiatric settings”, and “Aggression and violence against health care workers in Germany - a cross 
sectional retrospective survey” (Franz, Zeh, Schablon, Kuhnert & Nienhaus, 2010:51). 
 
The workplace, like any of the above, is a social environment and extensive research on workplace 
aggression as well as workplace bullying has been done over the past two decades. In 2000 the 
internet survey conducted by Worktrauma Organisation reported that 77.8% of South Africans 
experienced some type of abuse during their careers (www.ocsa.co.za, n.d). Pressures, unrealistic 
expectations and people’s actions in a specific social environment could trigger aggression and 
bullying as seen in research such as Scaht and Kelloway (2003:110), “Aggression at the workplace – 
Psychological consequences of abusive encounter with co-workers and clients” (Merecz, Drabek & 
Mościcka, 2009: 243-260), “Prevalence of workplace bullying of South African Employees” (Cunniff & 
Mostert, 2012:1-15). “Incivility, social undermining, bullying, oh my!’’: A call to reconcile constructs 
within workplace aggression research” (Hershcovis, 2011:449), and other authors including; Barling, 
Dupr´e and Kello (2009:671), and Lutgen-Sandvik, Tracy and Alberts (2007:837).  
 
Unfortunately universities did not escape this social tendency and phenomenon. The researcher in 
her Master’s dissertation clearly discovered that aggression, hidden in frustration, is experienced by 
university lecturers on different levels and in many forms within their work environment (Toerien 
2014). University lecturers were also of the opinion that there is a high demand to control the 
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experienced aggression due to them being representative of a university environment and culture, a 
noble profession, looked up to by others (Toerien, 2014). Toerien (2014) further argued that the lived 
experiences of aggression by university lecturers are concerning since it may become a possible 
obstacle in lecturers’ professional and personal growth. Furthermore, it may influence their 
interpersonal relationships, work performance and mental health.  
 
On the available evidence in the researcher’s master’s dissertation, various contributing factors lead 
to lecturers’ experience of aggression in a faculty at a university (Toerien, 2014). Evidence for the 
experience of aggression included contributing factors such as: 
 
• Significant and substantial changes developed in South Africa after the first democratic election 
of the Republic of South Africa in 1994. Some of these changes and social corrective implications 
include the new democratic Constitution of the Republic of South Africa (South Africa, 1996a), the 
Bill of Rights and the Education and Training White Paper published in Cape Town on 15 March 
1995 (DoE,1995).  
 
• The first steps on the road to restructuring education; contributing to a more inclusive and diverse 
education system came about through the Education and Training White Paper (DoE,1995). South 
African schools also implemented the new Outcomes Based Education (OBE) System that proved 
to be totally unsuccessful and was rejected in mid-2010. 
 
• The impact of the huge life-skills and academic competency gap between high school and 
universities also proves to be challenging and impactful for universities and university staff.  
 
• Higher Education was affected by the newly elected democratic South African government’s 
visionary change of reconstructing education (South Africa, 2004) by merging certain universities 
and technikons evolving into universities of technology and comprehensive universities, with a 
wide mix of academic programmes that vary from diplomas to degrees. 
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• These institutional changes impact on the academic and operational responsibilities of staff that 
in turn then bring about new challenges that contribute to the experience of aggression, 
frustration and lack of self-worth.  
 
Toerien (2014) subsequently identified contributing factors and challenges that influence the 
experience of aggression. Some of these contributing factors include: 
 
• Lecturers are confronted with a wide range of generations in one classroom. According to Skopek 
and Schuhmann (2008:1) more adults seek education opportunities and this essential shift in 
student demographics transformed the face of Higher Education. University classrooms now have 
student age 18 and higher in one classroom.  
 
• Classes are uncontrollably large and these large classes influence lecturers’ ability to manage their 
students and the teaching and learning experience. 
 
• The traditional role of lecturers in Higher Education as mere educators shift considerably due to 
the gap from high schools to university. Lecturers now take on the responsibilities as mentors and 
providers of softer skills to a new previously disadvantaged generation. Moreover, teaching and 
learning in the new dispensation of SA embraces an all accommodating and inclusive approach 
(DoE, 2001).  
 
• The millennial generation is technologically vastly innovative and knowledgeable, much more 
outspoken and demand purpose and validation (Codrington & Grant-Marshal, 2004:63) that may 
contribute to feelings of incompetency, lack of authority and insecurity that may be experienced 
as aggression.  
 
• University lecturers are subjected to constant challenges and change and find it challenging to 
manage all of the multifaceted demands that sometimes cause lecturers to feel overwhelmed, 
powerless, hopeless and angry (Toerien, 2015).  
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In view of the foregoing the researcher reviewed literature to find existing facilitation models available 
for university lecturers to manage experienced aggression. A considerable amount of literature has 
been published on models that address aggression in schools, nursing, among students and in the 
workplace. Examples of these research and models include; The facilitation of aggression 
management in secondary schools in Mpumalanga (Botha, 2006), Facilitation of healthy self-
management of female educators' experience of their aggression within a secondary school context 
(Evangelides, 2014), Facilitating the mental health of women exposed to continuous intimate partner 
abuse in the Eastern Cape (Mbadi, 2009), and A diagnostic approach to measuring and managing 
workplace aggression (Pietersen, 2005).  
 
However, relatively little literature on and no facilitation models and programmes for university 
lecturers to manage experienced aggression was found. These findings contributed to the research 
problem statement, research question and objectives 
 
RESEARCH QUESTION 
Answer the research question that was framed: What can be done to support university lecturers to 
constructively manage experienced aggression? 
 
RESEARCH PURPOSE 
To develop, describe, implement and evaluate a psycho-educational model for university lecturers to 
facilitate constructive management of experienced aggression. 
 
RESEARCH OBJECTIVES OF THE STUDY 
To realise the purpose of the study specific objectives have to be met. The following research 
objectives were formulated: 
• identify the central concept for this study from the Master’s dissertation findings of Toerien 
(2014); 
• define and classify the central concept from Toerien (20145); 
• describe the relationships between the concepts; 
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• develop, describe and evaluate a psycho-educational model for university lecturers to manage 
experiences  of aggression constructively at a university in South Africa; and 
• implement and evaluate the psycho-educational model for university lecturers to facilitate the 
constructive management of experienced aggression. 
 
RESEARCH DESIGN 
The research design for this study is an exploratory, descriptive, contextual and theory-generating 
qualitative study. 
 
ETHICAL CONSIDERATIONS 
I will adhere to the following four ethical principles and considerations in my study: (1) autonomy, (2) 
non-maleficence, (3) beneficence and (4) justice.  
  
MEASURES TO ENSURE TRUSTWORTHINESS 
CRITERIA 
Guba (1981) 
STRATEGIES 
Lincoln and Guba (1985) 
 
Truth value 
 
Credibility 
* Confirmation of the accuracy of the findings 
 
Applicability 
 
Transferability 
* Findings are applicable in other contexts 
 
Consistency 
 
Dependability 
* Consistency of findings 
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Neutrality Confirmability 
* Findings are shaped by the participants and not researcher partiality 
 
HOW THE STUDY WILL BE CONDUCTED 
The development of a psycho-educational model for university lecturers to facilitate constructive 
management of experienced aggression builds on the researchers’ Master's dissertation (Toerien, 
2014). The sampling in this study will be purposeful. Peer reviews and expert model reviews will 
contribute to the development and refinement of the model. A workshop will be conducted with 
lecturers who will be purposively selected (appointed for three years already, but not more than five 
years) to generate theory and implementation of the model. After the workshop university lecturers 
will be requested to implement the model in their place of work for three months and complete 
journal entries to explore one central question namely, “How did you experience the implementation 
of the model as framework of reference to constructively manage experienced aggression in your 
place of work?”. Data collection until data saturation. Possible participants will be informed of the 
background and purpose of the study as well as that their participation is voluntary. They will also be 
informed of the ethical measures that will be adhered to and their right to withdraw at any time during 
the research. Participants who agree on taking part in the study will be requested to complete a 
consent form to take part in the workshop and focus group interview.   By completing the consent 
form, written permission to audio record the workshop and focus group interview will be granted by 
the participants. the workshop and interviews will be scheduled not to interfere in the lecturers’ daily 
work duties. Interviews will be recorded, transcribed and analysed. All raw data will be destroyed after 
two years after publication of the thesis.       
 
To protect the lecturer’s identity, I will undertake the following: 
• To omit or disguise the lecturers’ names when discussing the information pertaining to the study 
• To leave my contact details with the participants in case the lecturer needs to contact me and see 
me in connection with any matter arising from the study. 
 
The lecturer’s participation in this study has the potential of benefiting other lecturers who find 
themselves in similar situations. The direct benefit to the lecturer will be that during the workshop 
and focus group interview the lecturers will have the opportunity to verbalise their experiences of 
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aggression, what kind of support they need and receive guidance on how to constructively manage 
the experienced aggression. 
 
The anticipated contributions and significance of this study include: 
• The participants in the study will have the opportunity to verbalise their lived experiences of 
aggression, the detrimental effects these experiences of aggression has on them, and how they 
manage the lived experiences of aggression at a university. They will therefore contribute to the 
development of a psychoeducational model for university lecturers to facilitate constructive 
management of experienced aggression by voicing their lived experiences. 
• The challenges and consequences of experienced aggression for university lecturers and the 
institution will be described and documented for future use.  
• The developed psychoeducational model will contribute to the self-knowledge, self-
empowerment, self-actualisation, mental health and performance of lecturers who experience 
aggression at a university in South Africa. This contribution will enable lecturers to increase their 
effectiveness and productivity, and also, to manage their careers better and to find job satisfaction 
and fulfilment. 
• The findings of this study may contribute to university employers, university management and 
university support structures such as employee skills development and mentoring programmes. 
• The psychoeducational model to facilitate the constructive management of experienced 
aggression will possibly be applicable to the wider population of university lecturers and other 
universities. Thus, the study will inform university lecturers who experience the same 
phenomenon as well as universities where this phenomenon is experienced on how to deal with 
and constructively manage the phenomenon. 
• The study will significantly contribute to the scientific body of knowledge by developing 
knowledge, theory and practice to close the gap that was identified by the researcher. 
• The knowledge of, understanding and insight into the facilitation of constructive management of 
experienced aggression by university lecturers will be a significant benefit of this study. 
 
You and your leader team’s kind consideration of this request will be greatly appreciated. I look 
forward to hear from you and your tea. 
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My email address: xxx    My contact number: xxx 
 
Kind regards 
 
R. RONÉL TOERIEN 
DOCTORAL CANDIDATE 
FACULTY OF EDUCATION, UNIVERSITY OF JOHANNESBURG 
 
 
C.P.H. MYBURGH BSC Hons; MComm; D. Ed. HED 
PROFESSOR 
DEPARTMENT OF PSYCHOLOGY OF EDUCATIONAL 
FACULTY OF EDUCATION, UNIVERSITY OF JOHANNESBURG 
 
 
M POGGENPOEL RN; PhD 
PROFESSOR 
DEPARTMENT OF NURSING SCIENCE 
FACULTY OF HEALTH SCIENCES, UNIVERSITY OF JOHANNESBURG 
 
(Electronic copy. Not the signed copy.) 
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ANNEXURE C: VOLUNTATY PARTICIPATION INVITATION LETTER 
 
Written request to purposive sample of university lecturers for voluntary 
participation in the study. 
 
Dear Colleague  
 
Trust to find you well with this email and that you have enjoyed a lovely break. 
 
Please find herewith a kind request for your voluntary participation in my PhD study. 
 
I am currently busy with the finalisation of my PhD studies and want to implement the 
qualitative psycho-educational model that I have developed for university lecturers to 
facilitate constructive management of experienced aggression in a workshop. I 
received ethical clearance to conduct the study from the Faculty of Education at the 
university. I was also granted permission by the Faculty of XXX Executive Dean, Vice 
Dean: Research and Leader Team to conduct my research in your specific academic 
environment. Herewith a friendly request for your consideration to voluntary participate 
in a half-day workshop on Monday, 16 July 2018 from 08:30 – 12:30. The neutral and 
comfortable venue will be confirmed by electronic meeting request if you are willing to 
support me and to attend the workshop. 
 
Please find herewith information on the study as well as ethical measures that will be 
strictly adhered to, for you to make an informed decision. 
 
Background 
Aggression among humans is not a new phenomenon. Aggression is destructive and 
a universal phenomenon in humans’ everyday interactions. Unfortunately, universities 
did not escape this social tendency and phenomenon. In my Master’s dissertation I 
clearly discovered that aggression, hidden in frustration, is experienced by university 
lecturers on different levels and in many forms within their work environment. 
University lecturers were also of the opinion that there is a high demand to control the 
experienced aggression due to them being representative of a university environment 
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and culture, a noble profession, looked up to by others. The lived experiences of 
aggression by university lecturers are concerning since it may become a possible 
obstacle in lecturers’ professional and personal growth and development. 
Furthermore, it may influence their interpersonal relationships, work performance and 
indirectly their psychical and mental health. I became interested in exploring how 
lecturers experience aggression in higher education after hearing, experiencing and 
observing certain aggressive behaviour from students, staff members and the 
institution.  
 
In my PhD I then identified the gap that there are many models for aggression in the 
body of knowledge (Schools, nursing etc.) but none for lecturers in higher education. 
Of significance is that this study builds on my Master’s studies. I have developed a 
psycho-educational model for university lecturers to facilitate constructive 
management of experienced aggression that has been reviewed and evaluated by 
model design experts and peers. I have also presented the model at an international 
conference where it was well received. The last phase of the model and theory 
development to ensure the scientific rigor, trustworthiness and credibility of the study 
is to implement the developed model in a workshop and then, after three months of 
implementing the model in your places of work conduct a focus group to explore and 
describe data on how the model worked for you in practice. 
 
Research Question 
Answer the research question that was framed: What can be done to support 
university lecturers to constructively manage experienced aggression? 
 
Research Purpose 
To develop, describe, implement and evaluate a psycho-educational model for 
university lecturers to facilitate constructive management of experienced aggression. 
 
Research Objectives 
To realise the purpose of the study specific objectives have to be met. The following 
research objectives were formulated: 
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• identify the central concept for this study from the Master’s dissertation findings of 
Toerien (2014); 
• define and classify the central concept from Toerien (20145); 
• describe the relationships between the concepts; 
• develop, describe and evaluate a psycho-educational model for university lecturers 
to manage experiences of aggression constructively at a university in South Africa; 
and 
• implement and evaluate the psycho-educational model for university lecturers to 
facilitate the constructive management of experienced aggression. 
 
Research Design 
The research design for this study is an exploratory, descriptive, contextual and 
theory-generating qualitative study. 
 
Ethical measures 
I will adhere to the following four ethical principles and considerations in my study: (1) 
autonomy, (2) non-maleficence, (3) beneficence and (4) justice.  
 
Sampling 
Purposive. In the CBE Academic environment. Specific selection criteria namely, 
lecturers who have been with the CBE for three years, but not more than five years of 
employment. 
 
Confidentiality 
Every effort will be made to protect (guarantee) your confidentiality and privacy. I will 
not use your name or any information and data that would allow you to be identified. 
In addition, all data collected will be anonymous and only the researcher and 
supervisors (on request) will have access to the data that will be securely stored for 
no longer than 2 years after publication of research. Thereafter all collected data will 
be destroyed. You must be aware that there is always the risk of group or cohort 
identfification in research, but YOUR PERSONAL IDENTITY WILL ALWAYS REMAIN 
CONFIDENTIAL. 
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Participation and withdrawal 
Your participation in this study is voluntary. You may withdraw from participation in the 
study at any time during the project and process. If you decide to withdraw there will 
be no consequences to you. 
 
Written consent 
If you volunteer to willingly participate in the workshop you will be requested to 
complete a consent form that will also include consent for the audio recording of the 
workshop discussions and the focus group interview. 
 
Workshop programme  
• Arrival Refreshments 
• Workshop 
• Mid-morning break 
• Workshop 
• Light Lunch 
 
Workshop Format 
• Interactive 
• Participatory 
• Open and self-directed learning of knowledge and skills to increase effectiveness 
to manage experiences of aggression more constructively. 
 
I will also have group confidentiality forms available if the group would want to 
implement it. 
 
I look forward to hearing from you. Thank you very much for your kind consideration. 
It is greatly appreciated. 
 
Kind regards, 
Ronél 
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ANNEXURE D: INFORMED CONSENT/ASSENT FORM 
 
 
 
 
 
 
Project Title: A psycho-educational model for university lecturers to facilitate constructive 
management of experienced aggression 
Investigator: Rika Ronél Toerien  
Date: 19 July 2018 
 
I hereby:  
□   Agree to be involved in the above research project as a participant.  
 
I have read the research information sheet pertaining to this research project and understand 
the nature of the research and my role in it. In addition, I have had the opportunity to ask 
questions about my involvement in this study and to receive additional details I requested. I 
understand that I may withdraw from the study at any time.  
 
□ Please allow me to review the report prior to publication. 
 
Name:   ___________________________________________________ 
Mobile Number: ___________________________________________________ 
Email address: ___________________________________________________ 
Signature:  ___________________________________________________ 
 
□ I consent/assent to audio recording of my/the participant's contributions.  
□ I consent/assent to video recording of my/the participant's contributions. 
 
Signature: ____________________________________________________ 
 
Auckland Park Kingsway Campus I Cnr Kingsway and University Road Auckland Park  
PO Box 524 Auckland Park 2006 Johannesburg Republic of South Africa I Tel +27 11 489 
2911 t www.uj.ac.z.a 
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ANNEXURE E: BIOGRAPHICAL INFORMATION FORM 
 
                   Biographical information 
 
Project Title:  
A psycho-educational model for university lecturers to facilitate the constructive management of 
experienced aggression 
 
Investigator:  
Rika Ronél Toerien  
 
Date:  
19 July 2018 
 
Name:  ____________________________________________________________________ 
Initials:  _______________________ (will be implemented as part of participant protection) 
 
Age:  20-30 □ 30-40 □ 40-50 □ 
Please confirm age:   
Sex:  Male □ Female □ Other □ 
Culture:  B □ C □ W □ A □ Other: ____________________________________ 
Signature:  ___________________________________________________ 
 
 
 
 
Auckland Park Kingsway Campus I Cnr Kingsway and University Road Auckland Park  
PO Box 524 Auckland Park 2006 Johannesburg Republic of South Africa I Tel +27 11 489 2911 t www.uj.ac.z.a 
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ANNEXURE F: VERBATIM TRANSLATION OF WORKSHOP AUDIO 
RECORDINGS 
 
Facilitator: We’re now getting to the working phase of the psycho-educational model 
and I’m now going to give you your folders because we’re now going to 
work and play with the concept. That’s yours and that’s yours and P2 
that’s yours. Good. The central concept in my model is to facilitate 
constructive management. Now in the back of your folders you’ve got an 
envelope and there’s a puzzle in there. And I want each of you to build 
the puzzle. So in your puzzle two words that will definitely be there is 
constructive and management. I now want to with this puzzle get you to 
the related concepts that I identified and defined in the model so you’re 
welcome to try and build it quickly.  
 
 Constructive management is definitely in there.  Basically, what do you 
see constructive management to be and there are words that you can 
then choose there, and we will then get to what the model defined as 
constructive management. 
 
  [building puzzles] 
 
 There are things there that are not going to fit. I did it deliberately 
because there are so many understandings for constructive 
management. I put in some words that may not fit. It all refers back to 
the model that I developed why it will not fit.  
 
P2: You can see I haven’t played with puzzles in a long time. Nee man none 
of these fit. Did you check your puzzles? 
 
Facilitator: Yes, each of the correct ones’ fits. 
 
P3:  So we will have what? 
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Facilitator: You will have the word constructive and you will have the word 
management definitely in the puzzle. If that can help you and 
management will also definitely be in there. And remember in a puzzle 
you can’t force something to work if it’s not supposed to fit just as in 
managing aggressive situations, So they will fit perfectly into each other, 
all the parts. They won’t be bigger, they won’t be smaller, they won’t be 
skew when you try and squeeze them in. 
 
P3: These two are exactly the same, but has different words on it. Which one 
will be the correct one? 
 
Facilitator: Ja. That’s what you need to find out.  
 
P3:  Is that my task? 
 
Facilitator: That’s your task. 
 
P3:  There’s too many controls so I’ve got to get rid of some of the controls.  
 
Facilitator: They will fit properly, there won’t be a gap. They will really really fit 
perfectly into each other. You’ve got one there that’s not working at this 
stage.  
 
P1: My management is really not working here for me. Is it supposed to be 
a closed off puzzle? 
 
Facilitator: Yes, yes it fits into a square.  
 
P5:  Into a square.  
 
P3:  And does it – form a – 
 
Facilitator: It forms a perfect square, but can you see what you’re busy doing, you’re 
busy conceptualising how you understand construction and 
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management by using related words to it now that is related concepts to 
that specific central consent.  
 
 There’s just one, no there’s two errors now. They will fit perfectly 
perfectly into each other. If you put them in there, they make a perfect 
black line so just check, there’s two errors in there.  
 
P2:  I definitely think there’s something missing in mine.  
 
Facilitator: You will see now if I explain to you that it does work.  
 
P2:  Are all the words the right side up? 
 
Facilitator: Ja they’re all straight lined. Not skew, not upside down.  
 
P2: XXX I need your primary school person to come and help me here 
because I’m not getting it, hey.  
 
Facilitator: I love it, it’s beautiful.  
 
P3:  So far so good. 
 
Facilitator: Okay, this is right, that is right, that is wrong, but not the whole thing. 
Two of those things are wrong.  
 
P2:  Ronel your cutting didn’t work perfectly here.  
 
Facilitator: Uh-uh, it works, try again. Okay I’ll give you two more minutes then we’ll 
put it together. 
 
P3:  And now? 
 
Facilitator: Uh-uh.  
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P2:  How many lines should there be, four? 
 
Facilitator: Four lines, three in a row. That is perfect.  No that one is totally, 
completely wrong 
 
P3:  Is hy heeltemaal verkeerd? 
 
Facilitator: Ja. Yes, nice, you’re short one then you’re there. Okay we’ve got one. 
We’ve got two that’s correct. Yes. Yes. We’re getting there nicely. Okay 
will we give it another few minutes? This is perfectly fine, that is perfectly 
fine, that is ¾ there.  
 
P2:  There’s one that doesn’t fit completely.  
 
Facilitator: Wait wait you don’t have the word, oh no you’ve got the word. Yes, yes. 
Altwee is reg. Wat sal jy nou daar sit? Yes, you’re there. Great stuff. Yes, 
there we go. 
 
So for the central concepts of this study, constructive was the related 
concept was helpful and promote development. So basically what is 
meant by helpful is that with the facilitation you’re going through today 
you must learn something that is helpful through the model and that will 
promote, promote not provoke, (laughs) promote your personal 
development. Then we will come back to those questions that we’re 
going to discuss. I just want to go to management. In management you 
need to deal with the problem first of all because hiding it in frustration 
is not dealing with it and then after you’ve dealt with it you can control it 
and that is how I got to my central and my related concepts of this study. 
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ANNEXURE G: RESEARCH ASSISTANT CONFIDENTIALITY 
AGREEMENT 
 
 
 
 
Dear Ms XX, 
 
As a research assistant, you will have access to confidential information pertaining to 
the research study. The principal researcher has assured participants that every effort 
will be made to maintain confidentiality. That is why it is of the upmost importance to 
maintain full anonymity and confidentiality when conducting a research study. 
 
Below is a list of expectations you will be required to adhere to as a research assistant. 
Please carefully review these expectations before signing this form.   
 
EXPECTATIONS FOR A RESEARCH ASSISTANT 
In order to maintain confidentiality, I agree to: 
1. Keep all research information that is shared with me (e.g. flash drives, notes, 
transcripts, data, etc.) confidential by not discussing or sharing this information 
verbally or in any format with anyone other than the principal researcher of this 
study;  
2. Ensure the security of research information while it is in my possession. This may 
include: 
• Keeping all documents and/or data related to the research study on a password 
protected computer with password protected files; 
• Closing any programs, documents, or data files related to the research study 
when away from the computer; 
• Keeping any printed documents and/or data related to the research study in a 
secure location such as a locked filing cabinet; 
• Permanently deleting any digital communication containing documents and/or 
data related to the research study. 
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3. Not make copies of documents and/or data related to the research study unless 
specifically instructed to do so by the principal researcher; 
4. Give all research information/data and research participant information/data back 
to the principal researcher upon completion of my duties as a research assistant; 
5. After discussing it with the principal researcher erase or destroy all research 
information that cannot be returned to the principal investigator upon completion of 
my duties as a research assistant.  
   
NAME OF RESEARCH ASSISTANT: Ms XX       
 
TITLE OF RESEARCH STUDY: A psycho-educational model for university 
lecturers to facilitate the constructive management  
of experienced aggression       
 
NAME OF PRINCIPAL RESEARCHER: Ms R. R. Toerien       
 
By signing this agreement, I acknowledge that I have reviewed, understand, and agree 
to adhere to the expectations for a research assistant described above. I agree to 
maintain confidentiality while performing my duties and recognize that failure to 
comply with these expectations may result in disciplinary action.   
 
 
___________________________   ___________________________
  
SIGNATURE OF RESEARCH ASSISTANT      DATE 
 
 
___________________________  
PRINT NAME 
 
(Electronic copy of agreement. Not the signed.) 
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ANNEXURE H: EXTRACTION FROM SUMMARY OF THE 
OBSERVATIONS AND FIELD NOTES 
 
This brief synopsis only reflects the researcher as facilitator’s observations and field 
notes on the workshop and the three phases of the workshop, not the observations 
and field notes of the focus group interview. On arrival, participants quickly engaged 
in social conversation. Even though two of the participants were more reserved, they 
displayed real interest and involvement in the interactions and conversations during 
the workshop. The welcoming and safe psychological climate resulted in dynamic 
participation and the facilitation of valuable and in-depth conversation that scaffold 
towards participants’ increased effectiveness to manage experienced aggression 
constructively with facilitative assistance. The climate of openness and trust was 
enhanced by the clarification of the concept psycho-education and the psycho-
educational facilitator once again became aware of the frequent misunderstanding of 
the meaning of the concepts psycho-education and psychology. The clarification was 
necessary, and one participant acknowledge the misunderstanding and discomfort to 
be part of the workshop before the clarification. Due to this participant’s 
acknowledgement of discomfort, the facilitator as psycho-educator decided to deviate 
briefly from the planned workshop programme to accommodate participants that were 
more reserved and uncertain. To build a stronger trust relationship the facilitator 
defined and clarified facilitate in context of the model and for implementation in the 
workshop to the participants as a process that the facilitator makes easier for university 
lecturers. The facilitator assists university lecturers to increase their effectiveness to 
manage experienced aggression constructively. This deviated group activity was 
important to strengthen the foundation for the trust relationship in a safe space for 
open conversation, interaction and self-directed learning for the rest of the tasks in the 
three phases of the model. After ensuring that all participants were more comfortable 
to proceed with the process and that they had a clear understanding of the workshop 
process and the two concepts discussed beforehand, the programme continued as 
planned through the implementation of the three phases of the model. 
 
During the relationship phase, one of the participants at first did not want to share but 
then at the end of the activity shared something very personal. This was clearly 
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indicative that the participant achieved a level of trust in the group, the facilitator and 
the process. The inclusion and encouragement of the more reserved participants was 
achieved by prodding them with gentle questions such as:  What do you think? and 
Do you want to add anything? Participants became very comfortable with each other 
and became dynamically involved and even the quieter participants voiced their 
opinions and asked questions. The tasks and activities encouraged conversation and 
critical thinking, demonstrated the central concept fittingly well, and created many 
opportunities for problem solving and individual, sub-group and group discovery, self-
directed learning and reflection. Consensus after the workshop was that participants 
have a need to go into in-depth discovery and self-directed learning on the four skills 
to increase their effectiveness to manage experienced aggression constructively. A 
suggestion was to have a one and a half-day workshop with half day focusses on: 1) 
the process and implementation of the model, 2) the knowledge and skills of intra and 
interpersonal skills and implementation in the workplace, 3) communication skills and 
appropriate implementation in the workplace 4) aggression and conflict management 
skills and implementation in the workplace. This discussion will also reflect in the 
findings of the study. Participants felt their expectations of the workshop and the model 
were met after they have understood the concept aggression in higher education. 
Thus, it may proof more beneficial to have a longer workshop to accommodate a 
complete separate section in the working phase for the workshop before the 
operationalisation of the model to address the before mentioned concept clarification. 
It became evident again that university lecturers are unaware that what they 
experience as frustrations in the workplace are experiences of subtle and passive 
aggression.   
 
After the workshop during lunch, the participants were continuing some discussion on 
the model and their learning and development. The participants were enthusiastic to 
implement the psycho-educational model in their own environments. Participants then 
engaged in social conversation and lots of laughter in between.  
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ANNEXURE I: EXAMPLE OF A JOURNAL ENTRY 
 
JOURNAL ENTRY 
REFLECTION ON WORKSHOP 
How was the model implementation in the workshop for you? 
INITIALS 
REMOVED 
FOR 
PARTICIPANTS 
PROTECTION 
Write down any thoughts on your workshop experience… 
 
On arrival, I announced that I had to leave early and couldn’t stay for the full duration of 
the workshop. Noticing the effort displayed to make this workshop ‘special’, I was 
immediately disappointed that I had to cut this experience short to attend to other 
meetings. 
 
The welcome from the host was warm and inviting and the room was filled with familiar 
smells of a lovely breakfast of scones, preservatives, eggs and coffee – totally pleasant. 
 
We were introduced to the scribe and the other participants and we were immediately 
informed that everything discussed in the workshop would be kept confidential, which 
created space for openness and transparency. 
 
Ronel, as host and presenter was very effective in explaining the new conceptual model 
and was open to answering as many questions to ensure that we were all in sync and 
following the information shared. 
 
 
In my case, Ronel made a second appointment to complete the content of the workshop 
with me. We had the opportunity to dive in a bit deeper into the concepts and theories that 
helped to form the model.  
The session was very informative and I quite enjoyed the activities around perceptions 
and how we view things from different perspectives.  
 
Although I missed out on the workshop interaction, I feel privileged to have had the one-
on-one session with Ronel. It is in this session that I realised how disruptive unattended 
aggression experienced by individuals can be in the workplace. It is untold recipe for 
discouragement, disappointment, disruption of productivity and relational distance 
between colleagues. 
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I always consider myself as a quiet, conservative and composed individual. Therefore 
when the workshop was opened to discuss how aggression is experienced within the 
workplace, my natural reaction was to try to hide behind the characteristics described 
above – this is a safe place and I felt that it wasn’t necessary to expose my defects to the 
rest of the group.  
When Ronel started unpacking the nuisances of how aggression plays out in the 
workplace then it was easier for me to engage with this topic. The openness of the other 
participants was also very encouraging.  
 
I realized that even when I thought I wasn’t guilty of aggression, that even in my silence 
and ‘pushing it under the rug’ attitude was a form of passive aggression because it didn’t 
foster positive relations but created distance. 
 
The model is a practical approach to lift individuals out of the negative downward spiral 
into a positive process. Leaving the individual empowered with tools and skills and a 
means to reach a more ‘positive space’ in terms of managing aggression. 
 
In my opinion the facilitation phase is the most important aspect of the model and the 
person given the task of facilitating. This is a very responsible task and calls for maturity 
and high emotional intelligence on the part of the facilitator. 
 
The other aspect is convincing the recipient that faciliation is needed and that it lends to 
creating a healthier work environment for all involved. 
 
It goes without saying that the relationship phase holds together by crafting a common 
understanding of the challenge at hand and finding a workable goal or solution over a 
period of time. 
 
I feel that this is most difficult but also the most rewarding phase of the process. If the 
individual experiencing the aggression can acknowledge that the change starts with 
him/her, followed by introspection and deciding action steps to work toward a positive 
outcome. 
 
I think the facilitator is most relieved once this phase is reached, because then it means 
the intervention and efforts made to move away from the aggressive behavior has worked 
and new interpersonal skills has been acquired. 
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ANNEXURE J: EDITING CERTIFICATE 
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ANNEXURE K: INDEPENDENT CODER STATEMENT 
 
 
